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" learning to read was itself being largely transmuted, in the ‘public and’

Forewor

One of the major curriculum developments in recent years has been the’ .
infusion into the kindergarten of some of the formal instructional activi-

tiesfhat had been the soul of grade one. Most notably, in many schools
- the' rudinfents of readmg have seeped downward through a previously

~ - impermeable boundary into the kindergarten. Itis probably not a coinci-

dence that this flow has taken place at the very time that the nature of

professxonal ‘mind, from a complex interplay between “acquiring the
alchabetic principle and educing meaning to learning a series of steps

‘that lead to the accurate pronunciation of familiar words.

As a result of this general infusion of reading instruction ‘into the

- kindergarten curriculum, teachers, administrators, school boards, and
parents have been faced with manu questions about the nature of

_met?. -
There have been relatively few authoritative sources that teacners '
- ang others who are concerned, could turn to for help with these prob-

reading instructicn that is appropriate for kindergarten. What ap-

- proaches are most effective? How much should be attempted'? How are

othier aspects of the curriculum affected? What are the characteristics of

- kindergarten ‘children that should be considered in planning reading

Imstructlon" Are specxal matenals needed? How can individual need&be

lems The Kindergarten Child and Reading helpsfill that void. Many will

“turn to it gratefully as a source of sound, helpful counsel.
The Association welcomes this new volume into its growmg list of . -

publications.

NalterH MacGinitie, President
lr'tematlonal Reading Assocxatlon ~

1976-1977-
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Introduction |

Y . .

This book is written for k]ndergarten teachers who are rnterested in -
helping children become acquainted with reading, dev2loping skills in
preparation for forma] reading, and guiding those who are feading or --
wish to learn to read. Although most childrerFinitially me&,forr‘nal read-
ing instruction in grade one, it should be recognized that the greund-
work for reading bedins long before this. As the child grows from infant

to toddler, through preschool level and into klndergarten he is de-
veloping a variety of skills basic to a successful start at reading books. He

is developing a background of experience, refining concepts, and de-

- veloping auditory and visual perception. Each child develops these skills

at his own pace. Itis the writer’s belief that the mndergarten teacher can
do much to individualize instruction to help children have a successful -
start in reading. This book speaks to the specific problems of reading °
and to the teacher of five-year-olds. Its chapters are written to give the
kindergarten teacher a general structure and specific suggestions for»
helping children with reading.

The Kindergarten Child and Reading is drvrded into five chapters
Chapter 1 provides an historical view of attitudes toward readmg before X
grade one, reviews the research related to reading before grade oneé;

“-and concludes that mtrnducmg reading in kindergarten is not an isolated- ¢

event but should involve changes in the entire school's program. Chap- -

" ter 2 describes the kindergarten child and reports how these character-

istics could affect teaching strategies; Chapter 3 tells how the teacher:
can foster interest and achievement; Chapter 4 gives. ideas on'how to " .-
organize the kindergarten program for individualized instruction; and—
Chapter 5 describes various instructional matenals and suggests ways to

- use them-with kindergarteners.-———-— —- - S —

Kindergarten teachers play a unique role in the- child’s deve[op-
ment. We hope this book will help them meet this challenge wrth greater .

_ enthusxasm and insight.

. Lloyd O. Ollila
7 . - * .

"o




V' Facts About | -

Pre-First Grade 1 - SR
. . DoloresDurklh )

Readmg

ot -2 . . -a T ’ ’ 2

. In-1958, it was my privilege to tegin a study of children who had

learned to read at home prior tc entering first grade (5).-At that time,

- reading for children younger than six was hardly being encouraged.

* Instead, both professional educators and ‘society as a whole openly
frowned upon this type of precociousness and predicted nothing but
problems for early readers once school instruction began. Some sooth-
sayers added to the gloom by claiming that, even if problems were
“avoided, the earlier learning would have no positive payoff in the
future. Childzen who begin to read before their classmates it was main-
tained, would not excel in ability.in later years.

Although neither prediction was bolstered by research data, the

comrectness of both was taken for granted. One consequence was -fre-

quent warnings to- parents not to teach.their preschoolers to read;.
another was school policies that explicitly forbade reading instruction

dr mng krndergarten

Research wrth Early Readers

Within such a setting, it was not surprising as | began my first study
of early readers to find parents who came close to apologizing for their
children’s accomplishments. Nor was it surprising to hear them com-
municate concern via questions like, “Dio you think she’ll be bored in

first crade?”**Should | have 1gnor%d his questions abeout words?” “Will - v

she be confused when they start teaching reading in first grade?”

%**—*-Whrle parent attitudes and worries were predictable, given the.be- .

liefs of the times, the details of how their children had learned to read at

home were not. Prior research was nonexrstent consequently, it'was

P

~ was uncovered in the first study was du: plrcated ina second (5}, a brief

summary of some characteristics of the home learning seems war-
. ranted. . ‘
R T - o 8

e .
v . —

.~ Durkin B R o~ Co . 1
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.Characteristics of Early Reading ‘ - "

-

- T 7

One characteristic was that the age of four was § comMon time for

" an interest-in written language to show itself. FreQuently. the interest

was displayed by children through questions like, “What does that sign

. 5ay?” or “Where dogs it say that?” At othér times, interest became visi-

ble through an expressed desire to learn to print. Requests and ques-
tions such as “Make me my name” and “How do you make a b’ were
common.

. Abso common was a home in which people read Without excep-
tion, all the early readers in both studies had beer te;.d to regularly, a
practice that sometimes began at a very early age. I aca’ﬁon, at least

one parent was described, if not as an avid reader, at least 28 a freqUent

reader.

] Parents of early readers also tumed out to be Pegple Who enjoyed '
their young children; who frequent]y took them places, and who then

spent time discussing what had been seen, answerting questions, and

stimulating still more. Thus, both oral and written language were com-.

mon features of the lives of the early readers.
" Deliberate attempts on the part of parents to t¢ach their - reschool-

ers to read were‘uncommon. Instead, the heip diven tended to be a’
., response to children’s questions and requests. If there were any “in-

*structional materials,” they were pencils and paper and the Small chalk- -
" boards found in almost every early reader’s home. Also influential was

whatever had been read to the children—trade books encyclopedia

articles, comics, and so on. Other materials that aroUsed curiosity about -

written language included: words and numbers foynd on everyday
things such as calendars; television commercials aNq weather reports:
newspaper headlines; menus; directions for-playinQ garnes: and labels
on canned goods, packages, and boxes.

Whenever instruction that was school-like in character entered into

research responses from parents, it was mennoned in connection with -
" an older sibling who had played school with a younger child. As the
“ data eventually showed, playing school was a freguent sotrce of help

with reading and writing' whenever there was a fema’ sibling who was

approximately two years older than the child who was the early reader.

_When the older child taught school at Home, parents said hQr behavior B

seemed to be an imitation of what was happening in her own " -

classroom. Consequently, as she changed classrooms and teachers the, -
~ school at home changed accordmgly

As all these findings point up, the two studies of early readers indi-

L.

- ~ ~

T2 . I . . Pre-Firg GradeReddi}_zg".

cated that a “language arts approach” was an apt description of the in=



structional program that took place in the homes! Sﬁmulating groth in-

both oral and written language abilities were various combinations of 1)
interesting experiences; 2) opportunities to discuss and ask-questions;

~ 3) availability of one or more persons to respond to questions and re-

Quests reldted to rezding, writing, and spelling; 4) availability of ma-

. terials for writing; 5) positive contacts with books and reading; and 6)
- displays of ritten words and numbers that related to the children’s

interests. fbirthdays, television programs, games).

Sirice it appeared that the children had enjoyed becoming reacers
and writers, and since the data collected over a six-year period showed
anything but negative effects for achievement in reading (5), sub-
Sequent plans were made to develop a two-year language arts program

the experiment was to assemble a cumculum that would closely match

. the language arts “program’ in the homes of early readers. The hope

was for new insights abcut better ways for teachmg begmmng reading in

. school (8).

L <3

Meanwhile, it is appropriate to ask, “What was happening na-

+ tionally insofar as the timing of school instruction in reading was con-

cemed'?” T .

- National Developments ° ' ¢

that would begin with greups of four-year-olds (7, 9). The objective of - .

For a while, most schools were untouched by rather dramanc de-

velopments that became hlohly visible - in the early 1960s Pohcxesl-

governing -school practices still supported not only t‘he no readmg

dictum for kindergartens but-also a readiness rather than a reading pro- ..

gram for the start of first grade. In time, however, most schools began to

feel and show the effects of changmg expectations for young children.

Impetus for this change had its roots in th the_educational revolution
3 that quickly followed the launchmg of the satellite Sputnik by the'Rus- -

sians in October 1957. Soon afterwards, an atmosphere took hold that
was characterized by the demands, *“Let’s teach more in our schools,
and let’s teach it earlier!” Fostered by what must have been a natlonal

i)

- inferiority complex, rapt attention soon went to proposals from psychol-
" ogists that highlighted both the learning potential of young children and

-~

N v'xe of the most f'equen‘u!y quoted sychologists, Jerome R'mar

offered his proposals in The Process of Education, a brief and easxly- _
read book based on a ten-day meeting convened in 1959 by the Na-’
- tionial Academy of Sciences. Included was a chapter entitled *Readiness”

L - - ~
- . . - . . N .

" the unique 1mportance of the early years for their mtellectual develop- E
' ment R - SRS '

' Durkin. o S . 3

. . .
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for Leaming,”” which Brurner introduced by stating: “We begin with-the -
hypothesis that any subject can be taught effectively in some intel- -
lec*ually?lsonest form to any child at any stage of development” (3:33).
Those who took the time to read all of Bruner s book would have found .
- titite that was startling in his statement; it Was simply urging-S¢hools to
take another look at how they organized MStruction in fields like science
* - and mathematics.” H>wever, when.the statement was qunted out of
. ~ context—and it often was—it encouraged what could conly be calied
wishful thinking about the leaming potential of young children. '
A publication that continued to encnurage the wishing was Hunt's
Intelligence and Experience (12), published in 1961. Unlike Eruner's -
book, this was ahighly technical treatise in which Hunt reexammed and
reinterpreted findings from a heile number of earlier studies, many
dealtng with animal learning. As aresult of the reexamination, he pro-
‘posed certain hypotheses sbout young children. all of which assigried
special importance for intellectual ‘development to the early years.
Though offering only hypotheses 1o be tested, not facts to be imple-
mented, Hunt's text was frequently referred to as providing support for
e “Let's teach more, and lef's teach it sooner.”
- . One other book merits attention in this discussion because it, too,
" . exerted widespread influence on educators’ notions about young chil- -
" . dren and what couldbe done to realize their potential. I veferto Bloom’s
Stability and Change in Human Characteristics (2), published in?1964. -
. Like Hunt's work, Bloom s was a technical and detailed reexammatlon
N of earlier research—in tl"llS case, longitudinal studies of certain’ measur--
: able characteristics that 1ncluded ntelllgence Concludmg that the most
rapid period for the .developrmant of intelligence is.in the first five years
of life, Blapm’s book f\.rtl'\er"remforced the special importance being
‘assigned to a child’s early environment, in particular to the stlmulatlon
" and learning opportunmes it could and should provxde Ce :

Other Nanonal DeLvelopments'

Not to be overlooked in the developments that took place in the
. - 1960s was the new interest belng shown for an age old problem: chil-
_dren from the lowest socioeconomic levels who start school with dis- -
advantages that preclude adequate achievement. This concem became
- vocal at this period of time due to factors that were political, social, and -
ecenomic in nature. Why the concern resulted in Head Start classes for.
young children of the poor is clearly linked"to tite climate of hope-that ..
- had been engendered by the writings of 1nd1v1duals like Bruner, Hunt

. and Bloom. 11 A
- o B A IR
o4 o s ':Pre-Fi.rst-Grqde—l?eo;ling .
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Although Head' Start programis should have been carefully pre-

- planned, too much pressure in the form of federal funds.and political

interests led to quickly orgarized classes that were very simiiar to tradi-

, tidnal nursery schools. Some teachers did give mose than the usual -
—~ameunt of attention to language development; others worked hard at

raising the chiidren’s scores on intelligence tests. In the main, however,
efforts were rare to accumulate findings about the ch{ldren and the cur-
riculum; and to coordinate Head Start programs with kindergarten and
sfirst grade, classgs One result i is that less knowledge about early child-
hood education accumulated than wouid have been the case had im-
, portant questions beén asked and better studies been .done to answer
them.

z Unfortuﬁa;ely what has to be said about Head Start is very much

like what must be said now about developments specifically related to :

. young chxldren and reading. Let me explain.  * - -

Developments Related to Young Children and Readmg
Even though the excited talk by psycholcgists and politicians about

the .unique importance of the pre- -first grade years never reflected .

"verified facts, it naturally ‘prompted some questions about school
“ policiesthdt were postponing reading instruction beyond the start of the
first grade. Having learned from my research that children as young as
three and four can enjoy becoming readers, I was of the' opirion that the
=" questioning was all to the good. I even werit so far as to envisage class-

" .rooms in which young children would be given interesting and per-

“sonalized opportunities to begin reading and writing, which would avoid
both frustration and boredom. Now, however, that thinking also s¢ems

wishful for, over the years, questionable practices dealing with reading
‘ have become a part of school programs for young children. Why? Do .
" research data support practxces like whole class drill on phonics for
kindergarteners or, for example, a common use .of workbooks and

-

; Durkin . : _ s

~w As it happens, research data are zble to say very little about pre-
__first graders and reading be\cause first; not many studies have been
. cartied out and, second, what h%been doneis anythmg but flawless.

" Elsewhere I have reviewed in some detail both the studies and the
-tethnical reasons why the findings are open ‘fo question (9). Here, let

me just quickly describe résearch reported in the 1960s and 1970s that

» focused on school instruction in reading that was initiated before the first
grade. This will be done in order to demonstrate how little is known
about earher readmg, including its effects upor later achievement.

12

» * h *



Q

ERIC

Aruitoxt provided by Eic:

:.graders was camed out with computenzed typewn..-s by a socroloqnst';
named O. K. Moore. Although his work with a small number of children
received botl: immediate-and dramatic attenticon in- magaztnes like Har--
) 'pers and Time (10 17y Moore never published any detailed accouut";
* of the research. Expectediy,’ ‘subsequent use of his. “$35, 000 ta]king -

machtne was limited by itscost. -~ . - N
"The earliest work with pre-first‘grade instructior - ':f*hrvﬂ“/ide
basis was done in Denver. Begun in-the fall of '’ can' .
. now be said to be typical of what has teen ew
methodology - or . materials were introduce -k Layaten
teachers uséd readiness and easy reading matei. .~ . .. o .asal series.

Soon after the final report of the Denver . longiwdinal prOJect (14).ap-
peared one reviewer lamented the excitement it. would stir up ‘because oy
“ftndtngs were based on a weak research foundation”. (15 399): Ftnd- pa
ings from the Denver pro;ect 1ncluded encouraging achtr‘vement for-
- children receiving help with. reading during kindergarten, and-a main
tenance of their lead over nonearly readers only when “the readmg pro- g
‘gram in Subsequent yéars capttahzed upon this early start” (14:09), -

' Dunng the 1960s, two more studies of- earlier school 1nstructlon in-
~“reading were reported in The Reading Teacher. One described the use’
, of'it.a. matenals with ktndergarten children and, m order to have.a"
contrast group, with first graders too (18). When each .group: finished
.'second »grade and ‘their -'readi_n $cores ‘were comp'ared-," ﬁndings ind;:
-f ',f'cated’hlgher ‘achieverment for- thechildrerwho used the‘matenals‘o_',_
- year arlier” Unfortunately, hoWever two kinds of: _Aata that ‘are ‘ques
tionable for use. in statistical tests ftgured in the compartson subtest and
grade equwalent scores R - :

___e.quwalent scores_to descnbe readmg achnevement _420) In ddxtlon
however dlfferences in'intelligence test scores forthe groups of Chtld 'en
tnvolved in the study were 1gnored when’ ttheir reading ablhty ,was or

e
pared. In thxs researcl the comparlson was imade at the end of grade
three The chtldren tnvolved dwtded among 1) some_ who began'read-

class but were not ab]e to*score on the rea tng test admtnistered at th
. endof the year, and 3) some whor had riot lived in the. commumty unttl'
fn:st grade and “presumably had not begn exposed to kmdergarten :



pated in the early school program and for two control groups that had
not AlthotJQh prior articles had announced superior reading abrlity for

scores that were closely similar to those obtained by | the control subjecfs.
Two more reports publlshed in the 1970s (13, 16) dis:ussed chil-
_en ‘whc, could do some readrng when they entered first grade how

‘One. unpublished report (1) descrrbecr the achrevement of children .
who began to read as a result of kindergarten instruction, and also cr,)m- Voo
>d it with that of children who began in first grade. The datafromthis, .
study’ prompted its author to conclude: Children'who started to read in
ergarten did;better in grades one to five than’ classmates ‘who' drd
not begin to read until first grade (The early readers had hrgher scores.
tellrgence te.ts, but the’ differences were accounted for in the
statistrcal ‘analyses.) Because of the small number ‘of children in the: -
/ the “researcher. wrsely suggested that the results “be viewed con-
servatively*—-The samesuggestron—applres equally—well to- all_the.other
search mentioned.: - - T
Taken setiously, the phrase “Vrew conservatlvely suggests the fol-
wing for professronal educators who have responsrbllrties for kinder-
garten: Carefully miake the:decision -about whether to teach. reading’ in. "
thekindergarten ‘and if the decision-is to teach, it, thoughtfully plan the )
instruction SO. that what results is.an rnstructional program surraore Ior
five- ear-olds Caei S L :
Assuming thls is a correct way to rnterpret the conservative view,
§ it is both accurate.and fair to say that schools have not heeded the =
advrce of the writer )usttreferred to. Again let me explain--

'Kmdergarten Changes o

“In’ the early 1960s, schools Wwere pretty much as they had been for
three prevrous decades rnsofar as the trmrng of beglnnrng readrng

Q
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it:was: rnevrtable that pressure would be exerted to teach readrng in the
.~krndergarten ' :
" One source of- pressure that deve]oped farr]y qurckly was par(’nts*
Bombarded by books and articles bearing titles like “Why Waste! ‘Our- .
Frve Year Olds?" and “You Can Teach Your Baby to Read" @, 19), -
. fany’ parents questioned and cor. _)lained about play- -orlented pro-
.- grams in kindergarten. I cannot help but recall 6ne instance of ‘parental
pressure: In thrs case, a highly tradrtronal school in a small town was in-
volved. Like:so many other schools in the early 1960s, this one not only -
_forbade reading instruction in kindergarten but also required a readiness
program at the start of hrst grade’ On a number of occasions | had dis-
' cussed with the principal the possibility of introducing reading in the. .
. kindergarten in ways likely to be of interc to five- year-olds. However, - -
each tirne.| made the suggestion, the nal referred to the existing -
S schedule. saying, “That is the wer . wui »'".en'l pointed out that -
= -some of the first graders involved 1. th e ss program were able to
" read, he still resisted considering a chiang. : :
S About a year later | happened to return to the school énd to my-;ﬂ
i+~ surprise; found-the: kindergarten teachers trying to- to teac 1 reading. Why?
“. 7 Was it because the principal had sat down with the kindergarten and ™
. - first grade teachers, carefully werghed with them all the'relevant factors,”
‘and then made the decrsron to start reachmg readrng earlier? No not at"
“all. -

 What happened was’ that word got around the communrty that m_v
" the next- town, kmdergarten children. were doing some readrng in'.
__wschool. Asaresult, parents put the pressure on both the supenntenuent’
- and the prrncrpal One direct consequence was “efforts by krndergarten
teachers to teach reading even though they had had Ro professrona 2
.- preparation for such.instruction. = -
v Some reasons why schools in other parts of the. country started to
»._teach réading eatlier can be explarned via the verbatim comments of -
mdergar:ten_teacbers.__Amo,ng_the_e_xplanatrons .1 Jﬁﬁe l'eard are rthe :

' .’followrng O\ :

¥ .
' “The"other krndergarten teacher in thrs burldrng started to""
. teach reading so I thought 1 had better start, too.” .

“A book salesman told our pnncrpa] he’d provrde free phonlcs v‘
. workbooks if theyd be used in krndergarten so I'm usrng.‘

S “Last year my pnncrpal was curious about r/t/a readers but5
didn’t. want to nsk usrng'them in first grade He asked me to;.
T use them here " 1 : .
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erhaps thesefew explananons are sufflclent to make one lmportant '
: point about.the move to kmdergarten readmg Decisions to teach read-

“ing in kindergarten have not ‘always been made for reasons that would.
e easy to-defend. ;- : Lo cd e

;qurrent lnstructnon in Kindergarten .
' Whether the reasons have been questlonable or sound, the fact is .
that most kmdergartens are now attempting to teach readlng .Thus, the :
current concern must befor the ways chosen to introduce it. :
" __Every source of ‘information available indicates that a program
closely tied to commercially prepared materlals has typically’ been
- : chosen. Especially prominent among the materials are'all sorts of
'p_honlcs workﬂbvooks, which is why it is common to find a whole class of
‘kindergarteners being drilled on sounds. 3omeone once remarked,
*The saving feature of such p¥practic* i+ that the children don’t know
. whatinthe world is goinc """hil. .t might be so, the fact remains
*‘that some kindergart. “aw o, iencing instruction not likely
<. to foster enthus1asm for readlng—nor for school :

;Reasons for Current Practlces ‘
-Why has klndergarten instruction tended to follow commercxally-',..-
“hned»paths" There aré’a number of reasons, but let me name just the
“two that probably have been most influential. : :
- . Certainly, onesrason is_that very few klndergarten teachers were .
”prepared to teach rcadlng when it suddenly became’ their respons:bxhty

"workbooks Since’ most -ad ministrators associate readmg with-materials -

“thing else with the'younger children. “Thus, there was little incentive for
- kindergarten teachers to try to rise above “the same old thing.”

.~ Another sad but factual reason for some current practices is that,
when a workbook is visible.. it is easy to convince parents that reading is .

Not knowing what else to do, they naturally turnéd to manuals and

1ke basals and workbooks they rarely encourage teachers to try some-. .-

“being taught." This has meant that  kindergarten teachers who had both'

“the' competence and motivation to develop imaginative, child-centered )
g instruction also had®tc: ‘garn how to communicate to -parents that they -
+ were teaching readingzven ;hough they were not using the usual text- '
- books Only exceptior.al individuals would be willing to undertake both
“tasks;. consequently, it is only in exceptlonal schools that reading iis
being taught to,

kmdergarteners in ways that will foster the ablhty to read:



O

ERIC

Aruitoxt provided by Eic:

CIf more schools are to join the ranks of these exceptronal ones,
‘certain sieps must be taken; and the sooner the better. Asa start, ‘it is
).flmperatlve that colleges and. umversrtles or the’ sr'hools themsolves de- :
" velop reading methods courses designed especially for kmdergarten )
“i- teachers. Such courses will not always be necessary but, for the present,
 they could help teachers acqulre a security and a competence that all
" toofew have. v
2 Until such courses. become avallable,ﬂrt is the hope of the Inter-
national Reading Association that this booklet will provide some of the
specific help required for developing an lnterastmg, successful reading
program for five-year-olds. Before turning to the next chapter, how- -
ever, it might be of asststance to summarize the poinis madz thus far

5%

A Brief Summary

This discussion of “Facts about Pre-First- Grade Readmg,” has '
~shown that there really aren't very many facts because relatively little re-
- search on the topic has beén done. The studies that have been carried
~ out have flaws; thus they provide '.ule in the way of carefully docu-
et ,mented findings: Althougn none of the studies (at least- none that has
" . peen’ reported)—lndlcates that pre-first grade help with reading is
. " hatmful, it is suggested that future benefits will be- reaped only if schools
e alter the|r instructidnal programs.to accommodate the -pre-first- grade~f-
-...learnings. This clearly mearis that schools undertakmg reading instruc-
tion in Kindergarten-must change their instruction from first. grade! onso
‘that what is accomplished in the krndergarten can be used and éxtended
“in subsequent years. Iﬂtroducmg reading in the &indlergarten, therefore
is not an isolated ever:* but, rather, is something:Zhat odght to have re-
—“percussxons throughOL the entire school. " i
L readmg instruction . imitiated earller than has been tradittonal lt
. also’ cught to be of a kind that will add _enjoyment- and greater self—
esteem Jo the fifth year af.a child’s life. As this chapter has pointed out,
o the recommendatxon stanral= i great contrast to some’ current practices
in“which reading is being imtroduced with nothing but whole-class. i in-
struction characterized for tthe mins: part by drill and rote learmng
To effect. improvemeent, the chapter recommended the develop-
ment of feading methods tourses designed. especxally for teachets of .
young children. It also priy,.,. |t this IRA ‘publication as;one step in the »'
direction of needed hel;  That help begins with the following chapter; in -
which the question of & . .u1d's readiness for reading is diccussed. - _

R
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The Chlld ViOle:}? goé):nsz? . .
'?Ready.or Not? 2 Dorothy §. Strickland -«

Bernice Cullinan

. . : . =
- This chapter continues the examination of early childhood reading by
- .focusing on the characteristics of kindergarten children, ine relation-
" ships of:these characteristics to readmg, and the skills needed beiure =
reading begins. S
.. - Yourig.children come ic kindergarten excited about the prospects -
:j»f-";_of beginning what so many of them call “real school.” On the first day of
‘school, their ‘excitement is displayed in many ways: the ¢onfident
L ‘youngster building with blocks, playing with floor toys, dressmg up in
"‘V‘Vthe playhouse or working with art or mamp\..zatlve ‘materials; the
autious child quietly coloring a picture; the hesitant child standing off at
the side watching—just watching; the fearful child’ holding. back-tears-— .
>, with-his knuckles; the. shy childlooking at a book, working a puzzle, or,’ B
‘ perhaps, just ‘watching. These behaviors reflect the ‘onset of very im- -
‘portant developmental tasks of children, the tasks associated;with the
\beqxnning of formal education and learning thekills and gammgknowl-
edge consrdered important by society Learning‘to: read is one of these ’
asks and: young -children are aware ‘of the function of the school in re— e
ation to achieving thiis task.. _ ~ A
“ In'describing the: charactensncs of klndergarten chlldren it must: be
emphasized that a ramge of behavior and development exists among the. -
ndividuals of ‘any group and that dlfferences among\d@pmental
charactenstlcs exlst within the mdwrdﬁal : , ——

Physical Charactenstrcs of Kindergarteners

Muscular Deuelopment o : N
. The most obvious charactbnstic of kmdergarten children is actwrty
'Seventy frve percent of a five- year old’s rncrease in weight is due to .
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_flfteen mmutes should include phystcal actrvrty Games such as “clap-
.. ping games,” and the use of mantpulattve materials meet the young-—-
- child’s action needs in readmg related isistruction.

The above commients should not be taken to mean.thaf the young "

‘child needs to be bombarded with strmulr or that he should be-allowed

to jump up and down all the time. Qutte the contrary Teachers must
recognize that the child’s growing body requires “physical activity and

- that the wrggles of lnattentrveness can‘and should be avoided.

Vrsion and Perceptual Development

Children come into this world farsrghted and gradually deuelop
neat point and standard distance visual acuity, with the 20/20 izvel
achieved at about five or six years of age (39). Some research 418)
claimed that the near vrsron of most kindergarten age children was ‘trll
immature and, therefore reading should be pestpened until arewnd

.age seven or-eight. Eamés (14:432) refuted those claims and staged: )
‘ Chrldren five years of age’ wé‘re found to have more accommodative

power than at any subsequent age. " Screening tests such as-the New -
York School Vision Tester (Bausch and Lcinb, Rochester, New ‘York)
include a test for vision at thrrteen inches. -

g Teachers should be alert to symptoms of visual problems: famgue

after* activities requtrrng near vision_and-persistent avoidance: of such™

 activities, frequent headaches, complarnts of blurred wision, and txlttng

of the head to one side (45). Other symptoms which warrant referral for-
vision exam".atton are eye(s) that furn inward, outward, or upward in- -
volum;arrly and eyes that squint to see a chart story, picture, ot wrrttng

on the chalkboard, sometimes accompamed by pressing under the eyes E

wrth the fingers.. = -
In the past decade many programs’ for. perceptual developmenf

-~ and perceptual training have -emerged (Ayers, Frostlg, Kephart) While
-visual. discrimination and auditory ‘discrimination activitizs - have long

been a part’of. readrng readiness programs, questions have bevn raised
about . the value of some ‘perceptual activities in relation to reading.

. Questions have been raised, for example, about the effééts on reading

of activities stch s visual discrimination of geometric forms, auditory -
discrimination of environmental sounds, and activities concerned with

: motor coordination and balance Recent reviews of ‘the research are in-
rronclusrve regardmg perceptual training to “improve readrng

Hammt.ll Goodman and Wiederholt (20:476) in thetr review of studtes

: regard.mg several vr:ual -motor programs, noted

M
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training, especially‘those proqrams oiten used in*schools,, has

« - teachers along with unsubsiantia:ed . ...ns concerning their
" meits, the practice of providing perceptual motor training to

- .all school children in the name of-readiness training, and the -

. assumption that a lack of perceptual-motor ad quacy causes
a considerable amount of academic failure.

-Robinson’ (36 145), who questioned the adequacy of perceptual,t"

ests in identifying components of the reading process, conclfied:

The research shows no conclusive answers to the questior of

" the“effectiveness of perceptual training ta improve.reading.
While some programs appear to jmprove perceptual perfor-
.- mance in the areas trained, the long-term effect on reading is
. urcegtain. Nor is it clear whether the-usual program of read-

- result ity improved scores o perceptual tests, T
Whl]e the research s inconclusive regarding the relationship of per-

eptual ‘training- and reading, perceptual training activities may. have '

>ther benefits, such as developing confidence and’ self-esteem, whlcb
lre also necessary parts of the kindergarten program. -~ "+

i m\/xsual dtscrimrnatlon of letter forms long has been recognlzed asa’ ;
asic-process of reading.’ Form discrimination activities: ‘which focus on -
ltstlnguismng features of letters wotld seem to be xmportant learnmg o

ponents related toreading (35) R S

{earing andAuditory Discrimination AN ,

lesearch studies (39:137- 138) pomt out that poor auditory acuity for
mgh frequency sounds (such as f v,d, p,t, g,k sh, and th) may retard

=adlng achievement.. Smith -and Dechart -(39) note-the greater - in-
idénce of high-frequency loss for boys than girls. Symptoms which in:"
icate possrble heanng loss are: frequent earaches, turning the head or
uppmg the ear to hear, speaking ina loud voice, drstorted speech, ..
1abrlitytofollow directions, and frequent mattentrveness (45) Wax ac- |
umulatlon in the ears may develop so gradually that the young child is' -
ot ‘aware ‘of the hearing loss. When investigating behavior changes,

- not been clearly-establishe:’ ssicludes that'such training .
- "lacks solid support, he ina. - question the purchase of
-, attractively packaged maic, = uh .,h some companies offer

ingfistruction may, in itself, include'crucial elements whxch |

LowEL L

specrallv difficulty in following diicctions orinattentiveness, the ' pos- "

tbility of a hearmg loss should be constdered

e little dQubt that any int@?ested person Who reads the R
efficacy literature will conclude that the value, of ﬁerceptual .
c

-Audltory acuity appears to be well developed at five years of age. - R



O

ERIC

Aruitoxt provided by Eic:

[ ¢
. . €

Defects of heanrg, as well as ofv snon may go unnoticed at home. :
The kindergarten teacher is often thi first aqult’ Olnsxde 1he home to- .
notice p0551ble problems in vision and hearing. .
‘Auditory .discrimination of ' language souﬂds haS been long
_“recognized as a basic process of reading. Most five.year-Olds respond’
with delight and enthusiasm to rhyming activities, ahd numerous kinds -
of these activities have been a part of many lﬁnderganen pl' ramS The.
children readily seem to grasp the idea of rhyme and ofteh éngage in
nhymmg games. Discrimination of similasity and'differences of begm-
ning sounds of words appears to be more difficult fOr children at this age”
level. It is’'not that the child cannot distinguiish between wQrds such as’
bat and put in the flow of speech; rather, the initial sounds are Not as. .
obvious. Encouragmg children to “play” wtth allitefation may make this
more obvious, as well as provide an opporturity 1o enjoy words. One.-
group of kmdergarten children composed the folloWing chant whlch of -
course was enacted with appropriate sound effects. '
Two teeny finy tigers tumbled to the towﬂ,
_ Roanng, rumbling, running round and' round. ;
Studies of language development (44) suggest that the very young Cl’tlld o
engages in what might be called linguistic play. Playing with language -

' \,has not usually been included in'the beginning readlng program, butit is - -

.suggested here ‘that such .activities may foster contmued linguistic' -
grow ith, including: that of audltory dlscnmmatlon

&

. Socnal/ Emotlonal Chéractenstlcs of Kinderqarfengrs

“Hey. teacher look at me!” proudly shouts 2 kmdergarten young- *'\
ster as-he stands high on the ]ungle gylsn Such tonfidence: and- en-:
~deavor points to the child’s attainment of what Ehckson (16) termed’
autonomy,” mmatwe and’ the beginning: of the stage “of mdustry
wherein‘the child becomes productively task- oneﬂted and Dersevering
"-Children described by teachers as’ mature kmdel‘garteners -often ‘are:

" youngsters who are well into the stage ‘of indust’V and Who evidence =
- mastery of the earlier stages in which. the. edo qualities of trust, .

" - autonomy, and initiative originate. These are- confident’ youngsters who

wust themselves and ‘others, nave the autonomy tq functlon relatiyely:
-iindependently, have the mmatlve to assume what EriksOn (16) calls -

“responsible participation;,” can attend to learmng Sityations and exhibit
perseverence in learning activities, Conversely, yOlungsters descnbed by_i
teachers as immature children are those whose behaviors (or misbe- ..
haviors) evidence ‘problems in mastery of thes® ego Qualities. The:

‘. . /,
"
2 3 ) ) T
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cher who understands the meanlng of chlldren s behavlors and mis- o
havlors can provlde opportunltles for chlldren to grow in emohonal L

To the young chlld “success is a vahdat‘on of oneself The klnder-
arten’ chlld’ “Hey, teacher, look at. me!” reflects not onlv the child’s
ride -In “accomplishment but also the: lmportance of - havlng such
chlevements recognized by adults. .Five:year-olds are still quite adult- -
sreinted. Kindergarten teachers frequently hear questions such as, “Did
2 1do good?” or.\'Is this good?" In one sense, these questions are rhetori- -
“cal, .for the child recognizes’ his achievement but the.teacher’s acknowl-
I ,edgement validates it. In another sense, however, the ‘questicns are
.+ genuine. queries because’ the child’s understandlng of achievement, as a
i result of effort, igstill emerglng T 2 : '
‘ '_'I_"he recoﬁon ‘'of oneself as an effective producer contributes to
lling the gaps in trust, autonomy, and initiative and develops lndustry
both immature and mature five-year-olds. Children at this age level v
weed adult focus so that they. can understand that their products and ac-
3 compllshments are the result of their own efforts. Teachers can r%adlly
help by including in their “acclaim of a ’youngsters work specific re- n
ences to the child and his effort. Instead of saying, “What & lovely
icture,” comments such as “The way you arranged colors’is so interest-
ng,” or“You made a—lovely plcture " direct’ attentlon to.the s child and
further his growth in positive ego qualltres
25 Most 'young children like to return to their accomphshments Actwr-
o ties *hat result in products wrth some degree of permanence are especi-
ally helpful for immature chlldren because, when displayed- atschool or
home; such products serve as remmders of achievement and sources *
of ren‘ewed pleasure in accomphshment Paintings may, indeed, create -
eadlness tor readmg So, too, may other art activities and constructlon
deavors 1ncludlng block construction if not: dlsmantled "“Tape re-"-
cordings of creative. dramatics; singing, and dnscusslons help immature
chlldren refain feelings of achievement regardlng these activities.. A
chlld’s ‘dictated tltles, comiments, or stories about " the products or T
ivities serve as reminders of these - accompllshments and the child’s -
houghts about them Such dictation ‘is, -itself, a prqduct evndencmg
nt; -a product whlch tells the child that what he thinks and
says ls lmportant enough fo record and that what is'written can bé: read
again and again. The foregoing discursive activities, which will be dis-
ussed further ln this chapter produce language competencles as- .

. 2‘1:..
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Emotional lmmaturlty ‘il not Just go away as. the childs age.in-- %
creases.’ “Emnotional. matuyrity is related to learning to read (43). This',"éf}:;z
o component of readiness for reading wrll be heightened’ by provrdrng op~ Y

- portunities for children to gain positive ego qualities.’ : B
Kindergarten children are beginning to learn the skills of social rela- - - -
_tions:_ As they progress in the development from, an.egocentric; to a
sociocentric orientation, conflict is inevitable in 1ntera5.tlon with others. .
Such. conflicts, which are short-lived, forcefully let' children. know that .
others hold different viewpoints. As viewpoints are reconciled, often
with the teacher s help, egocentnsm grves way toa soclocentnc frame of
~ reference.” -1 )
Children this age genera]ly en)oy one another and want to have-r
friends. In the classroom, small group work can be used to encourage
children to-share ideas ‘and materials. This sharing is lmportant it is a
- means through. which young children gradually expand their ‘egocentric -
~ frames of reference: The expansion of frame:of reference enables chil- -
- dren to understand, the viewpoints of others’, their 1deas and their ex:
periences. This kind of understandlng has re]evance for readrng com- *.
- prehensron : :
- Competrtlon is not yet fully understood by many klndergarten chil- -
‘dren ‘and it is, not uncommon to see a group continuing a lotto gaa(e‘ o
« until everyone’ s card is full. Since children this age-are learning to 1nter-
act cooperatwely, emphasns on competmve 3ames is questlonable

v

- oCogmtrve Development of Ktndergarteners ’

%}—f%——lnterest—actlv1ty~4and cunosrty—arecharacterrstrc of. the_jntellectual-_~
o life of mgst five-year-olds: the silver trall of a snail is followed intently; a

* finger is thryst in_the path of a busy ant; a toé swirls the puddled waterto

.change the marbled colors; a story is reenacted in spontaneous dramati-"

"zations. The observmg, expenmentlng, imitating, imagining, wonder-

.. ing,.and talking all contrrbute to the: chlld's thought and concept de""

velopment o - : B

. Concepts. deve]op asthe chrld notes the similarities and drfferences .

N 'of ob;ec\t.s and events.arund hir. The development of concepts’ pro- )
. -ceeds from the simple to the complex, from the Vague to the defmed
~ from the concrefe to the abstract. A kindergarten child’ 's concepts tend

. "to be simple and concrete, global and vague. . DS =

'-~:~'~\_;\.' * The fact that children know the name of something does not mean '::f

= they have.an adequate concept of it. For examplz, a group . of kinder-+ -

" garten children, “with-whom one ‘of the writers. worked, identified by -

* nameg-an anchor appearrng “on-a sh1p ina plcture When questnoned




e function of an anchor individual children said it was- used to .o
tch big fish; “drag things out of the ocean, , clean ‘the bay,’ stop theship, . )
‘the. ship, catch crabs. Had the assumption been made that the chil-
dren’ understood the concept because they could name the nbject, and
heir concepts not.been ascertained, most of these children later. -
would have miscons*;ued information read to ‘them. They would have .~
though that in'the process of docking a ship, the anchor is droppedto
clean the water or -catch seafood..Vague® or global concepts can o
negatively affect readlng comprehension . . o
4 “Recognizing the function of reading is one.important concept about
et eading (13) The kindergarten teacher can help develop this'concept -

by involving students in a variety of reading activities: reading for plea-
sure,’ reading for information, reading labels. Recording children’s ex--.
periences and periodically summarizmg what they have learned also v
helps extend this concept. s

The research’ of Piaget (33) revealed that-a young child has limited o

sunder; tanding of famiiiar terms such,,, brother, sister, family, and
.country For cxample the young child does not recognize that he is his -
'brother s brother por that individuals who occupy the:same housel‘old.

.grandparents not residirig in the household are family members begause-~ L
they “‘used to" "live with orie of the parents A Bill'Keane cartoon’.- "~ -’
.amusingly _exemplifies the child’s thinking Billy, Watching his grand-" -
arents playing with two siblings, .asks his mother: “How did we:getto " L
’know Grandma and Grandpa?”’ \ the'young ¢ child does not under-‘_;_,. e
andsis’th'e relation'inherentin,r'el L
“The-young, child- also evidenCes limited understanding of the tela- e
$. assomated with con)unctions such as: because and but. As Piaget ,
33 6 7). note.s the con)uncfion because. rhas three types of relational T
eaning: 1)a causal imeaning in which two everits ‘are related, for ex- .
mple, =T hemanielLoﬁ.hisbicyclebecause someonegot-in.hiswa' A
§2) a logical meaning in which two ideas are related bysimplication and :
ne )udgment implies the other, for exatnple' “That animal is ﬁot dead,! -
ecause' (or ‘since) ‘it is - shll moving - and .3) denot" n rof a
sychological relation in which motive is the cdusal explanation for
i(ample lslapped Paul s face because he was laughing at me:” While R
‘the. young -child ‘may understand the xelations in obserVing events, P..'.f‘-“é:_;'-_
iaget. foand he has difficulty when int rpreting narrativa accounts ln-" v

s

gel _found that he young child willjuxtapose another event, such as'~,- B
b ',ke his arm,” Rather than exhibiting llogical inferen‘ce, the young o
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logical necessity. : s
As a resuit of Praget s extensrve work it now is widely recognized

five-year-old children generally are in the preoperational stage, a staje
" where thought is semilogicat (34) Ju taposmon is one charactenstrc of
.this semilogical thought .

placed side by side, relatlonally unconnected and with an absence of .

that cognitive growth proceeds through ‘stages of development. Most --

The'nature of the child's thought has rmphcatrons for reading com-

. prehension. In a sense the development of reading comprehension
= begins before the child can read, occurring concommitantly with dis-
’ cussions about stories or other written materials that have been read to

. the child. Understandmg cause and effect relationships is a reading -

"t programs. Piaget's work enables teachers to examine the type of rela-
-, tion involved in cause and effect questions about a story and to under-
"stand the child’s reasoning whenin answer to such’ questrons the child

) responds with juxtaposition. In such-cases (and here Piaget's work gives

— us d1recnon) -making ihe narrative event observatiofial, as in role play-.

B 1.7, may hefp the child gain understanding of the story" event

comprehension skill common to many reading-readiness and readrngl"

- Much has been written about levels of comprehensron (1) The first -

/ _ " two levels frequently are delineated as: 1) literal or factua] and 2) inter-
pretive or rnferentral Since, as Piaget's research 1nd1cates the young

e hensxon of reading rnaterlals should be examined for the cognitive re-
*. quirements placed upon the child. This is not tosay that the teacher

ﬁ'\research 541eeded.on4hgrelat10nshrp between cognitive stage and

child “has -difficulty with inference, activifies concerned with compre- -

should not attemnpt the second level with kindergarten children. More .. -

reading comprehersion level. What i$ meant is that the 1nference re-

qurred should bestrarghtforward in relation to the contefit:"]

also seems '

« . that more time would be- spent on the literal level, and the ‘meaning of -

_ . content, For. one (of the writers, dramatic play activities and-related
fr+ * problem- solvmg proved to be mr%ductlve sources for developlng in-
‘ - ferentna}'thrnkmg in kindergarten children.

Investrgatrons congerned - with Plagets theory and the readrng‘ .

process are begmmng to emerge in the field of reading research and,

g, .
hil

' .; R undoubtedly, much more research of this kind i is on the horizon. “Mean- j
' ~“while, Piaget's work is.invaluable to teachers of young children in.the in-
sights it provndes regardmg chrldren s intellectual b‘ehavror—msrghts that ..

". render ’chlldren s " responses -understandable, 1ns1ghts -that enable:
teachers to provrde learnrnq expenences commensurate wrth the chrld‘

v,
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latter comment does not mean that one just stands by and waits for chil-

" dren to mature, nor does it meanqllat one pushes chﬁar_e’rT” Head-As —
Piaget states, . ..it is important that teachers present children with
‘materials and s:tuanons ‘and occasions that allow them to move for-
- -ward” (15). In order to do so, teachers need to understand the stages of
cognitive. growth, of what they are comprised, and what they mean.

- Environ.mental Factors Concerned with Kindergarteners

-—-To paraphrase Walt Whitman, a child goes forth each day. His
poem “There Was a Child” reminds us that the environment into which
a child goes forth, has an 1mpact on his life “. . . for the day or the cer—
tain part of the day. Or for many years or stretchmg cycles of year.” Of
all the environments children encounter, school is' the one intended to
enable them to reach their fullest potentlal indeed, to provxde positive
stretchlng cycles of years. - - =

The variety of home backgrounds from which children come
creates a wide range of experiential dlfferences Consideration of these
. differences’is essential in determining children’s needs and in planmng
leammg activities if school experierices are to be procuctive.

It is well known that children who see reading in the home tend to
- be successful in readmg Many children, from all sacial classes, come’

from homes where little reading is done and, asa result, the purposes of

. “reading lack validation in their experience. Such.validation then can

come.only fi from school. Enjoy the stories you read to children and they
read to you, pursue_\nformatlon from bodks with your students, and
dlscuss wifth them what has been read. Pause in reading aloud to linger
over a particularly lovely phrase or to delight in one that “tickles the

tongue.” Instead of telling children the directions.for .a game or other .

At}

activity, say"'\‘Let s read the directions: they explam—what-to—doLI:et
- children experience in school the purposes of reading.

¢~ “Children" who come frem homes. where little verbal 1nteract10n'
occurs between child and adults will benefit from activities' that neces-
 sitate their verbal participation. Dramatic play offers thé opportunity.for
~ child-child verbal interaction. Small and large group discussions about a
dramatic play or class projects or related problem solvmg offer other -
‘ opportunities. One way a teacher can stimulate children’s participation .
... =in discussions is to write their comments in a discussion notebook. This

procedure also helps children learsi-the function of writing. Let.the chil-
" drén know their comments are being written in the notebook “so that-

e we can keep our ideas here: and we won't forget them ‘we can go back.'

. 2.8

stage of development and preparatory for the next stage of growth. The.

5
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to them when we need to.” & wil b n wssary at times for the teacher
““to-ask for a brief pause in thee disci.svvr 50 I can finish writing down
Mary‘s idea.” An additional comrsin: wich as “l can’t Write as fast as
_you people think up ideas” brings . ries - of satisfaction from five-year-
“olds and ‘more and more vers: ™ . “iLation. Rereadmg the children’s
" comments at the end of the disc. . serves as a recapitulation, and
asmentive listening prevails T »iing discussions and-replayirig
tnern is another means of st datic. - rbal participation. -

Children from povertyarean - :ave limited exﬁeriences with the
manipulative educationa’ it -requently found in *middle-class
 homes and litited first-kzme 2 .zeriences that come from trips across ~
towl and beyond. In som: “ovezmy bomes there are no materials avail-

. able for the child’s manipusativve . pot lids and clothespins are. in
_ corinuous use when a paret=zi .« 4 washes for a large family with'
a bare minimum of supplies. :
-Utilizing manipulative sy, S
" tion is a-means 6f filling this z=34)) 8
" recommended for all young- Mhlld,.
_for example, cardboard or g - -
" Excursions, even walks arou: i
periences that will help chitdre
T Much has been written :
+ literature, but not much has
poverty parents live with da:

N

eadmess and reading instruc- _

. +hancing learning—a method . .. .
~s-2ad of using a chart of letters,
- <an be haridled by the child. -
:00l neighborhood, provide. e'>_Z-
“:zaning to reading activities:
-4y environments in educationai”
2 about the anxiety and despair _
- middle-class parents learned of

- such anxiety upon losing their ;.

‘'working in"urban and Appalachi:

writers hypothesizes- that yout*

despair from their parents, but:. . -
dren because of the lack of rez: -1~

. ‘year’s study, the writer conclui.-

~safest place in the world for thew <
* vironment but, more 1mporta"m
’ ment

A Kindergarten‘ Child’s Orallanmuzge

7

=mid-seventies. After living and

werty communities, one of the -

dren incorporate anxiety and -

g diffuse and ge'neral in the chil-
1 .of the causal factors. After .the
» above dll, school should be the

-irzen—not only a safe physical en-
12 emotional and social environ-

N

.The Importance of a Child’sCa=ng, iy TOT Readmg

A child’s language is thre rrany wvascrial for readlng It contains the‘_ ‘
“meaning the child knows ameifesy
- child makes between oral g} fin:

guage both limits and: exmnéis
the medium through whic:

“wnase for the necessary pairings a

z6.:ymbols in learning to read. Lan-

's ability to deal with reality. It is

el mterpret their world at the same 2

___’Ihe.Cbxld..ReadsLor—NotL—-

-
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i fime, language skapes; te world as they l\now it. Language both-ex-

" ‘presses and shapesti..ought as a child grows in conmollmg the symbols -
135ed in commemzztiorn with others. Most important. for our discussion
‘pe=re, oral |anumage===ot cmly the vehicle but, in anather form, printed

.  iemguage isuviar we zz=ath.children to read. The inseparable bonds be--
‘ waeen the futre of maemage make it mnpossxble to cemsider either

almne R

-~

lunguage Dersizomrment of Kindergarteners :

Many five-yezsoitis ould agree with tme wralrus im‘iawis Canmll's
Tharough the LommgGlaw ideed, “the time has com:a s talk of many

ﬁungs ” They, tam:.. weay! * :alk of shoes and shlps ==a cabbages and
kings. During etz - .ty periods of worktimes <7 a kindergarten ':_ v
classroom, onemev; 0. - 2 children engaging in many forms of oral. .
. expression: - drzamazriC plc a,,conversat]ons, narramons and the m-*“ .
evﬁable disputes, o

- At onetimee # wan sund that children s ]anguage development g
took a dowsmwedt. - .-on beginning schaol; 2 circumstance attributed .

to the silescz+ temus-ed in classrooms. Fortunateily, today, the im- .

portance o sy laviuiage development is more widzly recogmzea and

.. steps hawe st ries: to change this. While the preschool years cam-
—= prise 2 pammaof: substaritial language leammg, the five-year-old’s lan-.

guageé growatiis by no wwzans complete. The advent of transformational

_-grammar cremsred an invigorating impetus for research in the: language

_ development: of childrer; ‘here is a field where the “knowledge ex-’

plosion istemst apparet. The da from several studies beanng directly

on the langeswe of kinsergarten children are reported below, as well as-

- addiionalc=tmmersresulting from the writers’ observatlons of kindeér-

garten chileere:. . . -
7 Vocabulew, ' : . .
- Researczumfingzmig= 1 the size of children’s vocabulanes have vaned ' .
- " as the deifinieon ¢ VQQs\bulary and the means of determining its’ size

. havevariesd. Eark-zﬂearf'hers, who interpreted vocabuiary as the num-
® ‘ber of worsisparen,, . .sstimated the speaking vocabulary of five-year-
- olds'to be—zzm,#l“m 24800 words. Later’ researchers, who. defined
vocabular,as:tm Tnomtwes of words understood as well as those spoken w
_ reported that’firecyexe -olds :generally have a 5, 00C to 6,000 word
" ‘vocabulary. Reczmtly:, researchers have gone beyond counting the
" number=f worcstin Giildren’s mental dictionaries but they have af-
firmed the=ract:tiwg! chikdren continue gammg control of their language '
dunng theselementtary school years. - . -

4
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Kindergrten ch:ildiéin have 2 larger understan-iing vocabulary than
- a speaking vocabuilery £ - many of their conceptezare vaguely definer
7 or formed. The teact  -ole in vocabulary deveropment must be 1z

expcnd childen’s lap:- '™ provice experiences swhiich will help chii-
.dren developconcep tully:and .ccurately; to -encourage childrex
to practice using fer % and o p: >vide interesting models of lari-

. guage through inwe!  «md with pe: le, recordings, filmns, first-hand
experiences, :and bocas. *™2 language in books differs scmewhat from
* speech, andchildrer whe ... i-cead ) ccontinue to outstrip in many areas
of language performance *  =® who sz not read to. When children are
surrounded with interestir. : .anguag: ; :nd provided wich activities and
encouragement for using ' quage. *.ceir vocabularies will grow. Chil-
dren in kindergarten seem . te i collectors amd show great delight
in playing with language. Jrmgies, mer :ense verse, tangue twisters, and
parodies are quickly 'memcrizatd ane: 1sed repeatedly by young chil-
- dren. In The Lore arrct Lzmguewy2 of schoolchildren, Iona and Peter
“Opie (31:18) state: : S
These rhymes. zmee +zn-playthings to zhildren.' They
seem to be ome of it - mecizs of comnennication with each
: - other. Language ismz” neew so.them, and =hey find difficulty in
« - -~.. . _ _expressing themssive . ‘Whe=x on their cem iney burst_into.
’ thyme, of no reromr-izaxis: relevancy, a= a cover. in unex-
pected situations oo pass: <7 an awkwarsd meeting, to fill a
silence, to hide = tieeyic- 1 rzmotion, or *n a gesp of excite-
ment. And oromon ese uaint” ready-made wzrmulas. the
ridiculousness’off e s un-zr-iined, the absurdiztf the adulr
sroclaimed, dange~ - and- death

world and. theiir teeathe:
» °* mocked, and the nuritizsity of anguage itself s sawouured.
. Children enjoy languzge mizy cand wi! join'in a rhytme asszeon as they
' hear it.-A-book by Ruth Kirauss:. 3 Ve~:Special House (Hamz:2:. 1953),
o 'illustrated by Mauri¢e Semdsdt. . and a=sed ortitape:recordimz= of chil-
. dren’slanguage while they were=at piar . shows the rhythm, rimme, and g
’ nonsense that children imcomporeue irmlanguage play. '
When children hear & ewy weorci:tizat intrigues them. ‘thes; tend ta.
use it in all appropriate andi mamy imappropriate ways. Teachers who -
- read Curious George books byt A. Rey. will hear curious this; curious
that for many weeks, A Hvez-venr-oidt child who heard his mother ex- .
‘claim, “Isn’t that magnificent” about 2 magnolia treeiin bloom, picked
-~ up-the word and labeled evemrythirm “magnificent” or the-rest of the
" day. Kindergarten children #l do t=ir part in vocaimilary gevelopment
... if tedchers do theirs by preesiding le=: of experiences to talk about and -
' encourage children to tallkc at-sutthem. © . .

31 -"
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-levels at which accurate production of consonant sounds was achieved

jfﬂ‘_";_..-achiewng articudation of %, th {voiced and umwvoiced), w, | 2, and zh.
- Snow's study (40) of first grade clildren revealed between 100 and
© 1,067 “errors” in‘articulation of the following sounds: 1, ng, j, th as in

" note i the promunciation of words beginning with [} and [r} the kinder-
=+ garten child may substitute w, thus the word [love] is frequently pro-
L nounced [wove] and run pronunced {wun]. The unvoiced th at the

- beginning of a“word may become t as in [tink] for think and-{tum] for

~thumb, but becomes ff at the end of a word as in waf] for wtth or. fol-

lowing a media [r] asin [free] for three.

0 tions of wordsisa  frequent occurrence in the speech of young children.
- The following are illustrative: gimme; for give me; da yuh, for do you;
~wacha doin? for what are you domg" gotta, for got to; wanna, for want

"to; meecha, for meet you; gonna or’ ‘gunna, for going to. These forrs

_ are also heard in the informal, causual- speech of adult:speakers of st_an-"

- . dard English. Children gradually learn how to adjust their pronunciation
according o the degree of formality required by the situation.

The articulation features of five-year-olds’ speech described above

‘ should not be considéered speech defects; but neither should we assume

that time will take care of the matter. Maturation includés much more .
-.‘than time; experience also plays a crucial role in maturation. The

_kinderdarten’child needs experiences which foster the. development of

.articulation of speéch sounds and pronunciation of words. As children”

“Tearn new Vocabulary, articulation ‘and pronunciation develop also.

Actlvmes such as the alliteration exercise described under auditory dis-

. . crimination may facilitate articulation, of speech sounds. Creative dra-
* .. matics and dramatic play may :also help children acquire proper ,pro-
nundiation. Furthermore, such play can increase chlldren s awareness

~of the socxal functions of 1anguage .

: ,Syntax

: in the acquisition ‘of syntactic structures, and it-has been stated that by
“ thetimea child reaches school-age he has mastered the syntax of his
" . language. Recent research suggests this may. not be the'case, as fmdmgs

32 - 7
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- On the basis of Templin's research (42) which reported the age -

by the subjects in the study, five-year-olds wouild still be:in the process of

- child, sh, s, v, T, 2, voiced and unvoiced th, and z as in azure. One may .

Beductlon and clustenng of sounds in some words and combma- '

The preschool years comprise a period of pamcularly rapld growth '

B
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indiciate therpraductive control of syntax arstacmuisition: of symtax con-
tinue: throwrhowt the elementary schoal yezsy, 7o Donnelli, Grififin, and
Ners (20:33) noted two periods of parzicukriy rapid syntactic deyelop-
merit i speach: kindergarten through first ++adle, and 'the end okfifth
grade ‘throwsgh the sewenth grade. From kis-+dorgarten: on therz was a
steady incre=se in the :number of words per . -.nit, defimed as “a single
independe= predication together with any- zubordinate ciizuses that'
may be rafazed to it Parallel results were fo..ad in a lomgi.dinal study
by Loban {24). In:relation to the increase in words, Masyk (25:115)
painted ouzthar s ay not necessarily evizlence symzactic maturity
because some mor=complex syntactic structur==s may beshwo-ter i form
than less commlex =rretures. She cited as an =xample: “The boyy, who
is lying onthe ground, is hurt’ versus “The ten: lying o he growund is

hurt,” the i=xer being more complex.
O’Domnell, Criffin, and Norris found an inr=ase frzm kindergarten
through grade sewen .in seritence-combining re=nsformamtions: that is,
embedding..one «emnel sentence into another: At -windergarren, the
mean numtzer of wansformations per T-unit was. 81 with a:tange-of .4
to 1.6 for boys and .62 with & range of Oto 1.2 ‘orgirls. Far compari-
- son, the mean for seventh grade boys was 1.47 and ior sewenth grade
——girls; .21 Kindergarteri ckildren iised nominal constructionsto a much
greater extent than adverbial constructions -in sentence-combining
transformasions. The direct object was the grammaticz! function of the
nominal constructions in the speech of kindergarten cxis and oys; the
indirect object and object cornplement did not appeariritheirspeech.
- --The muodifier used mast frequendy by kindergartem children in
nominal camstructions was noun plus genitive forms {possessive), with
an occurremce of 11.4% per 100 T-units for boys-aridgiifs. The occur--
rence of otta=r modifiers in.nominal comstruétions for botk Poys. and gitls
_ were: noun plus noun 8.00. noun plus adjective 6.47, moun plus rela-
tive clause 4.77, noun plus preposition:phrase 3:90, noum plus infinitive
phrase .79, noun plus participle or participle phrase .80, with adverbs
not used at aii. - _ . '
. In the wse of coordinating conjunctions, both kindergarten boys
and girls used a preponderance of and, as occurred at all other levels;
- kindergarten: boys used hut to a greater extent than so and to-a much
~ greater-extent than the girls; girls appeared to use so mauch more than
but and mare than the:bays; neither bays nor girls af this level used or.as
a coordinan‘ngconjunctionJ. L ' o .
- Thessaructural patterns of the matrrclaises did narvary a great deal
from kindergar;te_n to se\zent:!f_y grade. Axall levgls,' the:twa predominant

e T
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patiterniss ere sum'ectwezh:and subject-werb-objex;, To = lesser degree,
" childrerr.aall lesveis used: subject-verb-predica® normmal and subject-
" verb-pmedizate . z¥jerctivgl. Kindergarten gifls used the: there-werd-

subje= panternt 1+ 2 much greater extent than did kindergarten boys.

- Significant sex Gifreemes were not found in oz’ larnguage develop-

ment, But:it should T2 moted that the boys sumpassezd the girls in a

numbecfm@reas.

tactics=moir
" - years ot age. Alisnomt: i thits stady she found core ..

. studv.<4:120) withchidden:ages 5.9 to 9.9 developr

Ciomsky Ci! ‘ﬂ n= sz.uiy of the acquisition ot foux cormplex syn-
mrchiereesrirom five to gen years. ofz_ge. ronciudec:that

the acquisition ¢+ Syny==—STuCIUreS W@As 2 Proces:: =i v effect at nine

-zole varjation in

stures, in & later

»mal. stages were .

‘the agat which iliimnmwvealel acquiisition of thes

’ 7-1 - evidenceti, The smurturz=szmpicrzd in these studes—reazuire identifica- .
. tion:ofdeep strusmure femitons asopposed to those:r: surface structure. -
. Therszmctures amd thsa:'ummts of dlfflcultgi are quozzd t'mlow from the

fifst strxdy. _
Seructuire b - Difficulty
1. John is easy tossm, 1. subject on=zzznce

2. . John promisec=Hl togo. 2

3. .John asked Billwiimt o do. 3.

4. Hzknew that Joiten was 4. referenceztme -
gfmg towin the rare. :

' The data defineatest zbove provxde)nformatxon mout the state of
symtactical development af kindergarten children. Thisperiod is one of
Tapattigrowth in the develiopmertt ‘of synzax, but it sixauid be reiterated
that-maturation issrot justrmatter of time. Children dearrrto talk by talk-
fing, :and this-learming is-entvanced when children k=ave something sub- -
stantive abou wéhich t talk Programs that provizz 2 continuity of
Jearning in content arems.of intterest ito the childrer pr:avxde the sub-’
stance aroumd wiich lamzumge development accurs. As they délve into
new content, taking dbourt it, enacting it. builldimeythings & relation o it,
ssyntactic;strocimres  also are learmed. For example, in studying about

airplanes zwri the airperti, noun and adjective modification in mozmina)

constructigms appear imtroth subject and wbjert furreioms as the chil- -+ -

- _dren. engaging i discussion and drematic dlay., wik about c=rgo .

plamas prssenger pllanes. ‘big planes, little p.anes: mggyweather heavy
snow. easy fendings, andiicountless othar- coma;ﬁons acqunred as.a
. resuit-of flearnying abrict themcontent arez. y
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Semuozitics
Earlier in the diszussion of conzepr deumicpment, it was pointed
cut thata child may kmow the name of somethiing znd can identify the

*_object-but the child's concept may.be vague -+ inadz=guate. A sirpilarity

prevaiis in the child’s acquisition of words and thei meanings. A Bill .
Keanz “Family Circus” cartoon is amusingly iliustrate:e. The little boy's
motier finds him taking an armful of cookies om: z.rookie bex. In re-
sporse: to her lock of disapprobation, -effy. smys: Taddy said I couild

have some cookies—how many is ‘some’?” =y question and quick

thinking in this cas2, cne must add, reszued! i i, s most obvious of
predicamenzs. Newvértheless, the gerumenags of s + question ‘is sup-
ported by researct: . Finding words wh.  + hzs wmare-than one ‘meariing

becomes am exciting game for chilaren. ,‘u*@::u of Peggy Parish’s

Amelia Beddeliataooks portray the humor of zoosimz the wrong mean-. -
ing. |
Recent research reveals that ycung chitamen have limited undie;—

‘sranding of relational terms. Adults ofeen assume children understand
. thmese terme and use them as the adulss do, but:ths does not seem to be

tze case. Clark (5:226) fourd a sequence of Zmr stages in the acquisi-
ticn ofthe meaning of the words beforw and gjfrer. Shee reported:

ficst < hildren understand neither .worc: second, children

understc.ad before but not ajter; mxd, childrem interpreted

after as if it meant before: and form, children unt:‘eus'tood
both worés correctly.  © A 3

I astudy of the use of the termssame, mare, ard less in compari-
sons of length, weighz. and numbez of object= with subjects 49 to 62

‘months in age, Griffiths, Shantz, anc-Siege! (1% reported the following

results: the terms more and less were: used correctly more often than the
term same in comparisons of length and ‘weight: more was used more
correczly in .comparisons of kength -:nd weigtat tfhan with number; less
was zzed more correctly with comgisisons of length than with those of
waigt and numbers; same was used more correctly with, length than
with s:zight and number. Thus, alith s >rms were used correcth::more

- ofter or comparisons of lengtt: theny for comparisems of weight znd -

nurmikr. The term same proved to b ihe most difficudt-for the childrem
in thW;é.Ludy

_maldsor 2nd Wales (12, muwosugaimg the ac:quxsmon of rela-
tione: .2zms with chilidrem ages three-d-a-falf torfivw —reported that the

termz-smme axdifflerema were usedtinomectly. with e term different

appezrng to mean worthe child a-diff:-rent item “havinuy the same attri-

. butes-as'the.comparisom iter . In-a second experimen: asing cardboard: '

3< 5 ’ "
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i frees and paper apples in which children were asked to judge which tree
“..had more or less apples and in which:the childrer: were asked to. make
'-“i one tree have more or less apples, it was found, as in an earlier study -
(11) that many of the children consistently interpreted Jess*as symony- -
- mous with more. In the case of same/different and more/ress the in-
vestxgators stated “. xnﬁifferennanc«n of the antonyms occurs in both
cases” {12).
In a discussion of Donaldsen and Wala results, Clark (6:271-272) A
pomted _f_ﬁ’fi—omparanve adjectives are polar opposites and that
? ; only one of the derms “.-. .designates physical extension along a d-
-mehsion.” For example, wrde refers to the dimension of width, as in the
“statément, “The desk is- three feet wide.” The term identifying the .7
. physical dimension then has a nomzinal use; howeves, it also has acon-
" trastive use as in the statement, “This desk is wider than that one.” The
':‘ other term has only the contrastie use s in, “This desk & narrower
" than that one.” Clark posited a developmental sequence in children’s
-+ understanding of relational terms. Using thie terms more andiless as =x-
n amples he explaxned Co :
' " Kirst, the child uses more and less in the nommall nOmCOTn-

" parative sense only. Second, since the neminal term refers to
extension rather than to lack of extension, he uses both more
and less to refer to the extended end of the scale. Finally, he
learns to distinguish less from morz and apply it to tbe less ex-
tended end of the scale comparatively.

Itisin thls third stage that the child used cormparatnues in their: comp«ma-
tive meamng
© The mformatnon about relatiomal: terms has special, reEevam:a 1o o
-many readiness activities in which young chifidren are asked to deter- ’
mine similarities and differences of various kimds and to make varius
. other comparanve judgments. Teachers need to recognize that thwe
_.comparative term may not yet fumction as a comparative forr the chlld
"One of the writers, in" ‘workimg with kindergarte: - chiliren, Jound thaxt’
—-helping children understand the. comparative ‘meaning of the word '
~ more facilitated achievement on “Piagetian class inclusion tasks (38).
“Young children ‘alsb thave difficulty with other relational termes: taller,
s~ shorter; older/younger, highe:/ lower, ‘arger/smialler, thicker/thiinner.
; v' ‘and wider/narrower. These terms.are ‘all comparatives, which ma-y
have only limited i meamng for the young ‘child.
' The 1mportance of oral lamgugge in kxndegarten programs and im
relation to reading was significantly evidenced in a study by Laban (24).
in Wthh xt was found that children who rankecr high in oral lamguage

36
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- ability at the kindergarten level also ranked high in reading achievement ,
in later years. Loban’s conclusion that proficiency in ora] language is

* basic to achiewing competence in readipg is in agreement with the find-
ings @f .2 number of other studies. Kindergarten teachers play a signifi-
cantrzie’in helping children’expand their receptive and productive lan- -
guagie —ompetence. - :

.* - Cultmral Factors of Language in the Kindergarten
As educators leamed more about the nature of language develop-

. ment and its relationship to school achievement, it became clear that
oral lamguage activities form the basis for the development of skill in the -~
entire spectrcm ¢ the language arts. The importance of developing
programs in oral English &s a means to improve readjng and writing at
every level was strzssed by the National Council of Teachers of English -

- . TaskFarce on Teazhing English to the Disadvantaged.

-

t

" Camncurrent with the recognition of the importance of oral langﬁ ge<
toschool achiewernent, educators began to focus more on prevenf'agve -
approaches to the reading failure among children who were considered
> be high risks. Such children generally come from families whose in-

. omes place them in the lower socioeconomic levels and’ they are most -
witen members of a’cultural minority group..In the sixties, programs
smch as Head Start and Follow Through were launched for these chil-

- zzen in an effort to avert problems before they became overihelming.
*In additiori'to the many new programs that focused on the’ very
~ =oung.. intensive study was undertaken into a wide variety of com-
Tonents believed to be the cause of reading retardation arnong the dis-
advantaged. One of the factors given considerable attention was that of
lianguage. Specifically, it was the linguistic differences of children who
were both pdor and black that many linguists, psychologists, and edu- |
cators tiegan to invesﬁgate. The fact that the language of these children{
diifferedi noticeably from the language of instruction in the schools was
hypothesized to be a major cause of their reading failure. Though
. focusedi.on blazks, these studies hold implications for any hild who _ .

spe°aks zmonstandard dialect.

Tradttionally, teachers have worried about the language of non-
standarc speakers largely because we thought it to be inferior. We
sought to-eradicateé the “bad” grammar, the “poor English” these chil-*
‘dren were speaking. We would ¢orrect a student consistently for twelve
long years only to discover that he or she would still say “They was”

instead of “They were.” Such failures were blamed on the hild as we
-continued in our attempt to teach all children tospeak the formal way
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Eng!ish textbooks said they shomd It is no wonder we 1gnored the
linguists coming onto the scene who told us we nevér taught textbook

" -language in the first place. The linguists persisted and finally made us "
i Tecognize that language just would not be contained in a rigid standard’
-box. They shocked us even more by insisting there is no one correct

English and that appropnateness is determined by factors such as the
- setting, the topic, and the speakers and their purpose in speaking. We

¢ floundered with these elusive guidelines because it had always been so -

K ' comfortable to know that we. were correct, and so ennobling to rid the
- world of ain’ts and gottas.

' - As we listened further to the socxolmgulsts we began to recognize
that all languages vary, that the black English many of our low socio-
‘economic black children were speaking is rule governed, systematic,

- and capable of expressing all levels of thought.

' At this point, it would be well to define what is meant by the terms

-"'standard English -and nonstandard dialect.” Linguists agree that each e
. individual uses language in ways that make him unique and, in reality, -

“there is no such thing as a standard language. In order to develop
, gu:delmes for language instruction, however, a working definition was

. needed. Horn (21) reports that, in° May 1968; a group of educators and
. linguists, concerned with language development and individual op-
-, portunities, met at the Center for Applied- Linguistics in Washington,
D.C. The committee drafted this definition of standard American Eng-

" lish: “A socially unmarked variety of American English used as a refer-
_ence point in school’ language instructiono increase the individual’s

. repertoire.of important and useful ways of commumcatmg 1. This variety

. of .American-English is often heard-on netéork radio and television
newscasts.” Johnson ,(22) definés nonstandard dialect as th_e'. collective
- patterns of a subcultural group that does not have the prestige of the
collective speech patterns (standard English) of the dominant cultural
*-group (the middle class). Some' linguists term the variety of English
spoken by most dlsadvantaged black people as’ the nonstandard-black™

- dialect.

" basis.for oral and written “expression. Nonstandard dialect should be

L accepted as readily as standard dialect during sharing time, storytelling, -
“creative dramatics,"and any othef oral language experiences that might

" be provided: When the teacher acts as a scribe for children’s written

‘charts and stories, regular orthography should be used in-recording the ~ <"

‘ spellmg Any grammatical vanahons however should be recorded )ust

o

- It is extremely important that the kindergarten teacher build a. ]an-
~--guage program that encourages children to use their own dialect as a _ -

[
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—- - as they are expressed by the child. For example, Billy. may tell a story_"__
which sounds like this: “I gonna git a new bike foe my burfday, an, an,
an, it gonna,be a two wheeler. Man.” The teacher-scribe would record:
Billy's Birthday Story. “I going to get a new bike for my birthday. And it
going to te a two wheeler. Man.” In this way, pupils can observe the

- relation between speech and print. They will see their own words writ--
ten as they will see them in books. The notion that their very own stories

__:____ can be written down and read by someone is a critical understaqding in®

the language learning process; however, this does nut occur if there is a
great mismatch between what the child says and what is written'down as
the child’s own composition. Standard spelling is maintained so that the
visual forms remain consistent as the child moves toward readmg from -
books. ‘ ¢

. The gradual acquisition of written communication skllls in standard

' "English is a desirable outcome for all children as they move through the

grades. There is good-reason to believe that the child who has learned
to use language effectively’ (whether it be standard English or a non- -
standard dialect), both as a tool for communication and as a means for

“creative expression, will be more receptive to language learning in

general. Thus, such children would be even more likely to acquire the
, standard English conventions generally expected in school and in the

g broader society. :

The concerns related to the language of our mcreasmg Spamsh-

- - speaking populatxon are in many ways quite different from that of the

nonstandard ‘English speaker Although such children are often called

,bllmgual, the term applies to veryfew at the kindergarten stage. Homes

where.both English and Spanish are spoken as native languages are _

relativély rare, and the children of such families do not face thé prob-
lems encountered by those who grow up in an environment where only

Spanish is spoken : These children will experience confusion and failure

. dyring the kmdergarten and primary grades unless the %chool is willing

to make special provisions for thelr needs and to accept their natlve lan-:

_guage as valid.

‘We have already stated that every attempt must be made- to reduce .
the mismatch between the language of the r)onstandard speakmg
leatper and the Tanguage of instruction. This same principle holds true-
‘for the child with little or no English as well. Before children can be ex- ~
pected to learn to read English, they must have a firm foundatlon in oral
English. Otherwise, as Modlano (27) suggests, it may be best to intro-
duce reading in the first language Some schools have initiated br- i
lingual/bicultural prograims in which both languages and cultures serve -
as the, medlum of mst' Jctibn. an
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_;__g_‘_‘{gugg chxldren generairy sizve litle dxfﬁ:ulty acqmrmg a new lan-
.guage. Pflaum (32} suggests that quaranrzeelng the presence <f a -~
. natural language environment in the preschool classroom seems tc be °
- provision enough for preschool children to kearn English as a second
A Ianguage if they are reguired to speak English to- commumcate .
.*  Autharities agrée it is essential to have an atmosphere that enccurages
. anabundance of rich, natural conversation in the new language.
v Siince &kimdergarten teachers often are childen’s first teachers, what -
-~ the teachers do and say has profoumd effécts apon, children’s attitudes
abou; schowl and their impressions of how the school views them “For
this reason;, kindergarten teachers must examine carefully their attitudes
~ " about children who speak a languame ather than standard English. .
. Kmdenjgarten teachers must izarm all they can about the language
* “of tihe childiren they teach They musst be keénliy sensitive to the fact that
' repeatedly cormrecting and rebuffing a child far “incorrect speech” will -
* deter langtiage learning in school. Kmnowledge of the children’s language
will assist the teacher in dlfferenna._mg between phonolog:ml and syn-
tacmzl dlfﬁerences which may occur in the nomstandard dlalect speaker
. . oremerging lbihngual speaker and tiz:se speech habits whlch aredue to

“¢—~immaturity: For example; the Articulation of th as 7d/ T may reﬂect non-

" *standard dialect rather than immatur:e speech .

There is no evidence that correction of & child’s language has ever
had any positive effect on 3. McNeilk: (26:69) describes the way childrén- -
assimillate adult models into their current grammars, but: he clearly dis-
tinguishes between assrmlatmg imittations and changing a " child’s gram-
mar: He cites one child, in the phase of producing double. $egatives
while developing the negative transformauon who had the following

_éxchange with his mother. -

2

Child: Nobodydonthkeme o C - |

Mothe:: No, say “nobody likes me.’
.~ - Child: Nobody dontlikeme.
. (eight repetitions of this dialogue) - :
Mother: No, now listenncarefully. say * nobody likes me.’
- Child:  Oh! Nobody don't likes me.
L Not only do such pradfies of correcting not help, they may.acraally
L hnnderadnldslearmng Im fact, Cazden (2:111) says: - 3
The implication for education is that teachers may be inter-
fering with the child’s learning process by insiisting on’ re- -
sponses that superficially look or sound ‘correct.”

* The often used dictum that we should accept the language that children _

bring to school gains stronger support than ever. If is not tthrough cor-
rection but through a rich and supportive language environment that

z

children will expand their language power and control

40~
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R lt is important that all chlldren be provrgled many opportunmes to. -
. ﬁengage ina variety of language amvmes in which their contributions are - .
considered; valuable regardless of dralect or stage of blhngualism ‘AL
S teacher responds to children in terms of theideas they are expressing-- -
¢ and the intent of the expression=— —not the grammatlcal form. ‘
, Equally as important as ‘accepting’ thé language of -the child ‘as an-
-individual is the development of an appreciation of language variation
- among all children: Thus the teacher’s respensibility goes beyond a will- -
" ingness to rethrnk theoways in which language vanabxhty is- viewed. For, _
. although xdeas ‘about language ability . have changed,. the ° greatest L
L chahge has come in the ideas about the responsibilities of teachers In".:
- essence, we have.eharm focusing* on children’s fallures to_
Jocusnng on our responsibilities as teachers. - i
The Natronal Council of Teachers of English_ Commlttee on Com-e
" position arid Communication- \o)’ueauy placeﬂhvresponsrbllrty-upow
teachers to uphold the rights of students to their own language. :
S We affxrm the students’ right o their own pattefns .and -
“, varieties of language—the dialects of their_ruirture or:what-" -
.. = ever-dialects in which they find their own “identity and sfyle. .
... "+~ Language schciars long ago denied that the myth of a stan- .-
71 -dard American dialect has any validity. The claim that any one.
~ dialect is unacceptable amounts to an attempt of one_social. .
grdup to exert i6 dominance over another. Such a claim leads. -
" to false advice for speakers and writers; ané ‘immoral advic
- . for humans. A.nation proud.of its diverse herifage”and its
-+ eultural and yacial variety will preserve its heritage of dialects
We “affirm_ strongly that teachers must: have_the: éxperiences:
;. “i="and training that will enable'them-to respect diversity and up- L
s hold the right.of: students to-their-own- langua

,lmplicatiOns t'or lnstructional Goals S i
. The relationship between language development and readnng
" "achievernent has been demonstrated - repeatedly in studies by Léban -
. (24), ‘Strickland (41), ‘and others.:Some researchers h‘~ Ve extended
- knowledge by explonng specific areas which contnbute to that relation-

ship. For example Cohen (7) studied the effect of a specxal hteraturer
" program on'the vocabulary and réading achievement of second, grade’
children. Chlldren who had stories read aloud to'them every. day gained_"
. significantly more'in vocabulary and readlng achievement than did a’
. controlsgroup. In a subsequent. study,”Cohen- examined.the ways that:
" authorsof chlldren s books-clarified concepts ‘and unfamiliar térms in th
“Books used. Techmques often involved- -sensory 1magery and added to':'
v‘,comprehenmon WIthOut 1ntertenng wnn tn : :




of children s televlsion programs to see if the lakgt u’age used was L
She fOund that chilaren s books used a: much ‘wider: range of

,patterns than did: the television programs. Sentences in chil: - ‘
ooks were most often complex, while the sentences used,.on -
:n were simple in.structure. A strong literature program provided- o
language environment than the one ‘experienced on: television o

gnificantly higher knowledge of complex structures than chil '1 )
0 heard and read feWer books.

experimental and control groups had stones read aloud to them every-
day but'only the experimental groups were involved in acti.vities Wthh°

hese children were involved in role _playing, creative dramatics, o
speaking, a parroting game, story telling, puppetry, and group :
discussions of the books follownng the daily reading. The contro! group
their daily story timewith art activities; music rhythmic activi-
r'actlvities which did not involve actlve part1c1pation in.the use’ of
e lang age: heard from the story reading ‘At the kindergarten level,
children ‘who used- language grew in their control of language signif)-
ntlymore than the children who merely heard language, . S
.Theactive use of language versus the passive hearing of language
has been examined in relation to television. Young children who watch
a greaf deal of television* have ot demonstrated unusual growth in lan-
guage ‘control. Although ihey heatr language extenslve!y while-viewing - .
television, they are not actively involved in verbal i:terchange using the .~

language. This would explain why nonstandard speakers generally do " -
not 1ncrease'thelr control of standard English, despite the fact.that they
may-watch ‘television for many hours’ each day. The personally in-"
volv ng language that nonstandard English speakers hear and practice is .
more likely the part that 1nfluences their language; it is not the pass1vely
ob erved standard English they may hear on television. . -
he implication for teachers is clear, (.,hildren must use language to.
grow 'in their control’of language Models and stimulation are 1mportant
but models without participation and active use by children are. bound to
in 'ted—ef‘ect N




tur provides teachers many opportunities for stimulating
hildren’s active use of language Furthermore ‘books provide hew ex- :
'erience d introduce new words into’ children s vocabularies. Chil-.

en hear a variety of sentence patterns and can be engaged in happy" ~

‘ xperiences which involve new ways to say. things "The following sug-' o
: estions are intended to stimulate the active use of language

£ Flannelboard storles. For years, teachers have been cutting out
,shapes of characters and objects in a story and using them on a flannel- -
‘board to tell a story. The same’ idea works- for having. children tell
”Stories “After hearing Little Blue and Little Yellow (Lionni) or The Man - -
) WhénDidn 't Wash His Dishes (Krasilovsky), children will use the, flannel ;.
.,cutouts repeatedly as they retell the story to themselves and others T

\ Creative drdmatics. After reading a story, children enjoy acting it _
~ out and playing the roles that were depicted; Folktales and'old favorites, : :
__such_as_lhe_ﬂtree_BillyeGoats Gruff,-are.excellent.choices-for- creative—
~ dramatics. Discussing what the characters were like, how they would -

sound and how they would behave makes the story come -alive'andre- -
sults in a lively ‘enactment. Children use'their own language and the
‘la'nguage of the characters to play.out the story line. » .

;'Puppetry Simple hand puppets or fancy commercial ones add zest

to storytelling time. Children who may beshy and who will not speak in
front’of a group turn.into chatterboxes ‘when they are hidden behind a
puppet stage. They become the characters represented by the puppets
and use language freely :

ransparency stories: Storytelling sessions: can be enhanced b
) ing transparencies to’ picture the characters -and " everits involved.-
Cumulative tales, such as This is.the. -House that-Jack- Built;-are easily-
adapted to the’ transparency sheets Colored transparencxes ‘make it
; ,e'ven better, o that when each character i is added it builds the | mosalc of
. {'the tale. The Little Blie and Littlel Yellow story is espef'ially good for the
transparency format. When Little Blue and Little Yellow overlap as they
o doin the story, they tur,n green right before your eyes. -

Peter Parrot. A parrot puppet can tell children that instead of his
repeating things after people, this one wants' them- to repeat after him."
. Being a fussy parrot, Peter insists that children repeat everything exactly
he way he'says it. Peter asks the’ children to repeat sentences from. the,
story or'ones based on the story. Poetry is a favorite of Peter Parrot and
he enjoys very much David McCord’s chkety Fence, Chlldren try-har
o repeat “Give it a lick it’s the pickety fence, Give it a lle it’ s a clncket
ence Give ita lick it sa lickety fence AU *

T~
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"homi&vspeaklgg %etry storles with repetitive lines; and finger Sl
s invite-children to ;:in in. spontaneously “Teachers:who read or. = -

rhythmic phrae,%‘awrth enthusiasm will soon have a chorus of chil-
s volces: joining theirs. Wanda Gag’s Millions of Cats has “Hun- ;
reds ‘of cats, thousands of cats, millions-and billions and trillions of
cats” repeated several times throughout the story and children join in :
repeating it spontaneously E

; Fantasy, imagination ‘and language form the essence of literature )

_entral to children s development. Children who are not told -
origs and. who are.not read to will have little reason for ‘wanting. toi v
ead: Heanng good stories and participating in the active'use of -
anguage - enriches childrens language and leads them happily into‘l',
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The Teacher
Fostermg Interest - 3 S
~and ~Ach1evement ' Bontiie Smith Schulwitz

[y

" The precedrng chapter focusing upon the young child, provrdes the

‘ proper perspective for the' ‘emphasis of this chapter—the ‘teacher . Any;

-—quality-educational-programinust-begin with-foremost attention to the" e
- children for whom the program is being developed before other aspects
“are cofisidered. With this rationale this discussion concerns.issues perti-

- nent to the role of the ‘teacher in instructional reading;programs for- =
young children..Chapter:3 is divided into three major sections: 1) ‘Mot~
vatlon in- the Kmdetgarten 2)' Creating and - Sustaining ‘Interest
Throughuut the Kindergarten Year, aet 3) Our Goal: Interest for AII—— '
Begmmng Reading for Some followedby concluding statements. -

Mohvaﬁnn in the Kindergarten : o o
. Learning to read depends EIpOrD WD of the mostimmic: principlesaz’r’ e
" all-lemrning=~motivation and reinforcement. Themse ymmriples: specify g

__"_thatlesmming is mote likely to occur 13 sshen an ormemnisssswants to reach. -

~ a specific goal in order.to seek satisection of a need. i:e., ~when:the’

~ learneris:motivated, and 2) when the response-the Ieamer makes:re- -

sults in-arriving at the goal, i.e., the response is then reinforced. For:

~ example, when a young child Iearns to say “Jenny’” in response to:
o the:visual-cue of the letter symbols which form“the name::the source of
'motivation may be'the desire to-succeed in:this-new, :exciting task of
. reading-and the reinforcement is the teacher’s .wordof praise for:the. -
chrld's success in this word recognition exercise:: Reinforcements then, :

.. are: consequences which facllitate and perpetuate: learning,

Motivation Is ‘characterized. by two types: extrinsic. and - mtrmsic C
~The behavioristic view of humans as reactive-organisms, which respond}f -
~'to outside forces acting-upon thetn, forms the basis:for the. funrtion of .
extnnsrc ‘motivation in learning. To il]ustrate -thi§ concept; ‘the young'
chrld at.scHool may. be' extrinsically motivated by the outside forces of
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elmmedlate ‘grafifications. (a classroom or school related privilege, &

f prize ‘a happy face sticker or “Good” written by the teacher on a

- papeér, teacher attentlon teacher approval, praise) o

-0 - Academic rewards (acadernic success, being able to achieve, con-

. _ formity with peers, good papers) B

) Social rewards (peer conformity, peer acceptance, peer: :approval)

" Equally ‘as significantin motivating learning are the inside forces—
' -jthe learner’s own innate characteristics, needs, and values. These “‘unc-

tion to create intrinsic motivation for learning. For example, the young

_chlld could be intrinsically motwated by:. ..

Natural curlosity '

“ “'»_Spontaneous learning

. e Desireto please-others ' v

- @ Dresire to succeed or excel -

“ 0 Generlly, @ individuals meture and saisfy  the :more primary .
' needs: (7) tthey dmive satisfaction from an immer need:to know-and

" “undlerstanc . Thamgrare therrmoremtivated in die: learmngrehvironment ;

y intrinsicforees The long rangegoal of educagion is to mmake the value -

‘of dedrning becmme: its ‘own rexward. lHopefullg: the mature student is

"able{to reatiiiisroml.

" “Whemgexmg children enter:school, hwever, a: substanbal part of

. theirmotiusion it fearn-must ‘be teacher generated. The: following list. -

ites:soriessmediic ways. 2 teacher might + ~omphsl‘\ this within the in-

: structionallxemmrogram - .

o Thesmuchemmpmmn

¢ [Jser a-warm, enthusiastic voice:anci personalrty in. relatmg to ..

e_“_chiklren “This: enthusr_aﬂi caught t. 7 the. children and they, in
*. torr:, become:excited about thereading task-or activity. '

e Inscre that every-child achieves some measure of success.
Wbether a'child is motivated to attempt a task depends to’ an
extent upam whether past efforts "xave produced success or
failure. -

o Give posmve attenbon and: approvavo each chrld .

o Give generwous verbal praise and extra concrete rewards (de-
pendmg omrthe needs of-the children) such as a touchv a’ hand-
‘shake, ahappygram, or positive words on papers

. Convey agenume-personal interest in each.child. \_

\

Methods arid teclmrques rrrteachmg

e Involve ciilldren in.learning-activities such as role playrng and
- actxon onentéd. fessons. One Kmdergarten teacher \holds up

0
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.

cards with action words such as stand jump, and hop to which
individual children respond if they can read the word card.
* Garnes, songs, rhymes to imcorporate fun while. learning skills.
e Simple visual ards “Climb: the ladder as you say the number
words with me.’
* A challenge: “T'll bet i can.trick you!” S
] Bullenn boards with childrex’s work displayed at their eye level.
* | can” displays. Each child's name is recorded when a task is
.« accomplished -For examnple, | can read my first and last name.”

Matenais inthe learnmg environment

* Audiovisual materials.
- o Printed materials that are colorful appealing; and current.
e Action matenals which the dnldren manipulate whlle learmr.zg a
. concept. :
+ - o=Child or teachér-made materlals expvrlence stories, char‘s,
o labels made fogether. recorded dnalcrgue about commonly'
o .~ shared classroom events. . . L ST

_The possibilities are limitless. This short listing fumnctions to. 1llustrate the
concept of. provndlng extrinsic motiwation in thzdzarning environment
" Fortunately for the teacher ofwoung chiliiren, the children them-.
" selves-offer a good measure of -intrinsic motisation for learning. The-
.. very nature of the young child, kis innate desire‘to:please others, his un-- -
_.~Temitting’ curnosnty to learn, and his inherent desire to explore, discover,
7 and create provide intrinsic mctlvatnon The competent teacher must .
- capitalize on the' natural motivation of young children, adding-a. ‘gen-
erous. measure-of téacher-created motivation to .set' the 'stage for-suc-
cessful reading. To do this, the teacher makes ﬁull use of the fuggmns of .
motivation in learmng R
Since motivation s crucial in’ mmatmg all learmng, it must be fore- -
most.in the'minds of kindergarten teachers as they set out, not only to .-
launch young children on a successful start in readmg, butto crzate the
kind of beginning which maintains lifetime motivation forreadmg Initiad
- motivation must be followed by the nurturing of factors which perpetu-
- ate the desire to continue reading. Motivation forreading:in the kmder- .
garten:shoiild imclude these factors (10: 27)

P

‘o

1. Successful expehences so the students have feelings. of personal
~ worth'and security. < o
2. A school curriculum emphasxzmg social utility in what is taught (with -

consnderable emphasns on the usefulness here and now, of whut is

. Fostering Interest and Achievement = -
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.’taught) ln addmon to its preparatlon for future life school is: ac-

- cepted more importantly as preparation for life here and now. The .
“result of learning to live here and now prepares one to live in.an in-"
definable future. :

3. 'Methodology to reinforce self-esteem in all girls and boys.

4. Maximum competition with one's own past record and nTinimum

©_competition among all members ofaclass,” = -

In planning motivational techniques, love. for interest in reading"
_-should bé'the goal of any instruction—not instruction at the expense of

interest. We should strive to create able readers but a paramount goal is
to create readers who want to read.

Creating and Sustaining Interest throughout the Kindergarten Year

‘The skilled teacher of young children not only should: be -awaxe of
“the significance of motivation.in teaching and learning‘but cognizamt of
 three other general principles: 1) the importance of child involvememnt in
- learning, 2).the progression of various modes of learning from'concete

_ j modes to more abstract ones, and 3)-the-function of task-analysis in
’ teachlng and learning. A ‘fo¢us upon these principles. seems warranted

', "before attending to more speclﬁc.suggesﬁons for creatlng and sustaining

Wy mterest

Theold Chinese proverb

“I hear and [forget
Isee and I remember
Ido and I understand "

- illustrates this important concept of involvmg young childremiin leamlng

experiences to achieve optimal learning. As a teacher of young hil-

dren, it is well worth remembering. .
Bruner's’ modes (2) of learning—the symbolic (hlghly absﬂactex-

- perience), the iconic (pictarial experience), and the enactive. (dnect éx- .

. perience) —relate to the above caricept of chilld involvement far-divect

.’ experiences form the vital basis for understanding concepts. For «x-

ample, let’s analyze the task of recognizing and: comprehendmga simie

" word, apple. The enactivemode incorporates direct experience withan

- Schuliviz - . -

" .apple. This- experlence would include having children: feel -look at,

smell; and taste an apple. Achieving this vital stage of experience with

‘7 the apple, the iconic mode (pictorial experience) could be subsequently

utilized since fi2 picture of an apple would recall the child's direct ex-

_ perlence wrth it.. At the symbohc (hlghly abstract expernence) :stage, the:

L]
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wordapple would be used (visually and/or auditorially) to cue the child

‘anapple, o L . :
2 Difficulties arise when the more abstract stages are used in teaching
“without. the adequate foundations of direct experience. If a verbal
symbol does not resemble anything a.child has seen or experienced, the
child may have difficulty understanding it. In precise words, if a teacher
‘intends a'symbol to stand for something, it must stand on something—-a
solid foundation of direct, relevant experience.

. Dale s Cone of Experience (3:107-135) shows an elaborated
progressron of learning stages including those which Bruner describes.

'that this concrete stage is the primary basis from Wthh to begin purs .
1ioseful learriing; Successful learnrng experiences for young children

creasing abstvactness

. - Task analysis is. another ‘important princrple which. teachers ‘of
_.young children must continually remember. This concept refers to- the
: analysis of any learnmg task so that its whole may be dissected into

: continuum of simple to complex. The product of task analysis isthena -

‘series of increasingly more difficult steps which, when successfully ac-
.’ omplished, will usyally-lead to the ability. to perform the complete-'j""-
N earning task

'in Iqstruction, in the late 1960s I was teaching in a Head Start program
' for children: aged three and four. In one class I had planned a simple art -

~'that one three-year-old had. probably never before used a pair of scis~;'
" $0rs. Of cessity, 1 had.to analyze the motor task of’ cutting with
- scissors to téach him how to use them. I divided the composite task into
.~ thrze component parts, ranging from’ simple to more complex: 1) the
//pmching moti&i of the hand without ‘the scissors;- 2) . .working the
_ scissors with this same ‘totion;- 3) cutting a piece of paper with simple” .
cuts to make it fringed; 4) cutting on a straight line; and 5). cutting a
'srraight sided shape. We practiced each step until the child succeeded . -
with: each one"and way able to proceed to- the next step until the total'
task was aceomplished o :

ostering Interest ond Achievement

o the: mental image of an apple or to the child’s actual experience wrth w0

'The Cone illustrates the essential broad base of experience, sugdesting -

begin with the concrete and then move upward in the direction of in-" .

“component parts. Next,.these parts are- analyzed and sorted along a: i

To utilize a personal example of the necessity for using task analysis -

experianca;in which cutting with scissors was required. I was unaware
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" The same procedure can be applled to any learning task. ln the

o _lowlng Sequence could be utlllzed

I TASK VISUAL DlSCRlMlNATlON . . o
DIRECTIONS: “Find the one that is dlfferent and mark’ lt wtth an X "

j“_ahalysls of 4 reading task (for example, visual discrimlnatlon) the fol- .

‘Vlsual Discrimination of<Shapes . Simple
© oood” | UNOTE .
. .| skqQuENcE
OOQO WITHIN
. . EACH
Vlsual Discrimination ofLetterSymbols 1. . SET.le...
lppp .- g GBI%SS'
.. —kk - kﬁ_.,_.,,_;,,_'_:,A.,,.f_lu__j_“,,: e N -
Vlsual Discriminatton of Words - .. hdo'recomplex- '
L do do «do go S lNCREASE'
pat pat . tap pat : "_ ; NUllélgER
g csaw ‘was "saw saw | . LETT=RS
lead lead bead- lead Y ' '

-
W

“cognizant of the * “pieces of the puzzle” which lead to the accomphsh

The sngmflcance of task analysxs in teachmg is that we should be

ment-of the-total task; we need ™ to insure tHat fasks are built on ac-

- -" complishing the necessary prerequisite steps; and when a child does
have difficulty with a task, we are able to take the Chlld back one or

.. more steps to rebuild success. o . .

~ = With this general perspect:ve in mlnd .we are now ready

.-~ . examine some specific ways teachers of young children “can create,

11 . captivate, 'and sustain interest in reading "experiences throughout the

pressure on the young Chlld

1l

Utlllzmg Dtrect Expenences o

, lnvolvmg children 'in direct experiences: helps to build -a rich ex-
E perientlal background that is essential not only for sustaining interest but

. -
7
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' kmdergarten Our goal is to capture interest wnthout placing undue ‘
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_lrect eXperiences are. th05e experiences within the classtoom school . "
building, schoolyard, and community (field trip experiences)~which ="
place the child in direct interaction with the envlronment and require - '
vivid use Jf feellngs', senses, and perceptions. S

* » For'example, a child could not fully understand what a gerbil" is
until“that child observes, touches, holds, and perhaps strokes a live
gerbll.,ukemse the :word “snow” can be fuily experienced only by’
a'tgllng snow. fall,: walking through snow, catching a few flakes of
show ‘on ong's tongue or feeling the maglcal silence of snow as it falls. - "~
The letter “J” in Jennifer’s name comes alive to her when she traces its. - .
shape molds aJ with clay, hears its name, and hears the sound of Jin

words whlcl" begin with the same sound as Jennifer. R
"’Obvlously -there-are-concepts-and-word- meaningsa" teacher may
d: impossible' to assoclate with a direct experience. This is under- E
staridable. But the teacher’s goal should be to involve the children in
concrete direct’ experiences whenever possitle. Only in sxtuations
where this is unrealistic or unachlevable should. vlcarious or more ab-
stract’ eXperiences be substituted; for exar;nple the use of a photograph
of d elephant when dfrect contact with such an anirhal cannot be ar-
ranged All of these judgments naturally, depend upon the character-
istics. of the pupils ‘Their abilities, deficiencies; ‘and . expenential back-
grounds are paramount in guiding these lnstrucnonal decisnons

et

Utihzing Creatwe Dramatics, Creatiue Mouement Creatiue Language

Fortunately for the \teacher of young children there are many -

enjoyable.and creative.actwrties-whnch can-be-included-in-an- 1nstruc-—.~'?‘
tional program to promote a successful start in reading.’ Such activities -
create interest because they are fun for children, yet produce instruc- _
' tional benefrts Sample activities are enumerated below along with the . .
' SklllS these activities help.to develop S o

""Actwlties R o

.

‘.'CREATIV DRAMATICS L _ |
B Skills O S

Housekeepmg comer . - Self-expression *
Role plaﬁmg e v ; Creative thinking - o
Storydr matnzauons » .. Concept development L
Puppets' L o Vocabularygrowth i
Spontaneous drama ; Listening ..

~from'mus1c poetry - Sequence of events": SR ] i
Fingerplays . ~Characterization—————— =
Dram’ftnc play kits . » Orallanguage -~ o




" CREATIVE MOVEMENT .
Activities . _ . Skills o

Exploring body movement ~ . Self-expression’
: Moving in different ways; ———Creative-thinking-
- . levels, speeds - Concept development
* Imitating animals N Vocabulary growth
- Body shapes® - - ' Listening :
Moving to music " Following directions .
Moving as objects - “‘Rhythm
: . ®  Problem solving
CREATIVE LANGUAGE - )
_ Activities . - Skills
___Sto_rytelhng - Concept development
. Readingstories - - “Vocabufary growtir
Readmg poetry - .. " Listening
~Rhymes: — S Sequence
" Songs: ~, % Qrallanguage . .
Storyteller’s: Theatre (10) . _,_. Rhyming ' A=
(teachertellsstoryand - -, Auditory discrimination ° .
children join withsound ;|  Auditory memory — |
effects and motions to Rhythm _ N
N - correlate) '
Games B B
- Riddles o e
. Recordings : :
.. Music

- The list of sample activities for each general category includes ap-

propriate activities for young children. The accompanying skills list sug-
gests possible skills which may be déveloped from the actrvmes
llustrating one example wrll'help clarify this point. :

’h

could easily offer an opportunity for self-expression, as each child acts’
otit a portion of the story line. Creative thinking is demotistrated by the
-interpretation of a character or object. The chlldred\gam practrce in’

rhyme recited by the teacher..They gain an - understandmg of the

~ sequence. Certainly, characterization abilities are developed-in playing
: . out the rhyme\ Oral language may be developed if the dramatization is

\
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The dramatrzatlon ‘by children, of a well known nursery rthyme .

listening as they listen first to the story line and then to the nursery -

-

sequence of events in listening to the story line, then acting out the

played out w1th speakmg parts This example is only one of many the' -



__Use_af_f‘udxo_msualMedm - . i ) L y

2 . -

teacher of young children can use to create and sustain. interest Whlle
concurrently developmg some SklllS they can later bring to the readmg
" process. ' :

b

~ Audiovisual materials are a valuable source for captivéting the

interest of young children ."Included among such aids are the following:

Audiovisual Media . *. Suggested Uses
Flannelboard . Storytelhng, visual dlscummatlon
Tape recorder ’ Auditory discrimination, oral language
. Listeningcenter . - ° Llstemng, auditory SklllS
. Slides e
- Dukane projector =~ - Storytelhng, story sequence
" Films
____Eﬂms'mps . - : Vjsual skills___
: Records . ... Listening, auditory skills
Overhead projector .. -
Opaque projector - . Visualskills

Videotape recorder~

“Television " *  Listening, auditory/visual skills
Language master - - ' ‘ ~ -
Typewriter _ Fine motor, language experience

In addition to their value in focusing chlldrens at‘ennon manv
reading related skills can be developed in the process of utilizing these

&
P

media. Some examples are visual discrimination, visual memory, audi- < -

tory discrimination, auditory memory, left to right progression,

association, and sense of context.

.The creative teacher finds novel épproaches to teach readmg Skl“S

L buith audiovisual media. One kindergarten teacher projects Alpha Bits
dry cereal letters using the overhead projector. Heér pupils are eager to.
* learn letter names with this innovative approach. Anothér teacher varies

_the use of a filmstrip by showing the picture frames as individual chil- -

..sequéence, oral language_skills, picture mtel;pretatlon sound symbol o

dren namrate the story sequence. No attempt is made to confme the
storyteller to exact wording but, msxeead the child’s own unique inter- -
.. pretation of storyline in proper sequence is encouraged. Some
‘vocabulary words or concepts can be: t@pght only by a visual image "

(picture, photograph, filmstrip, film), for example, “icicle” to children in

} a warm climate; or some by an auditory mode (recordmg. sound film- 4
e/ strip, film) as in the case of “gobble” if it is 1mpossnble to visit a turkey .

'4_farm Some teachers utilize a typewnter to encourage mampu]anve :

Schulbiz T . o 49
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- leamning of letter symbols and words. The typewriter can also be a good
way to teach the association of oral and written language. As the

~ teacher types a child dictated sentence or story, the child observes “talk”
‘ being transformed into a visual form. These are a few examples of the

creative use of audiovisual matenals_to_createjnd_sustam_xmenest_m__
: readmg activities.

- Utzhzmg Chlldren s Literature

“The world of children’s literature offers’a wealth of resources for
creating and sustaining interest. And, like the preceding " examples,
reading related skills can be developed concurrently. Some suggested

+ activities involving children’s literature include the followmg

¢ Oral readingto children -
® Story record/tape sequences
® Storytelling based on familiar stories

" s "Puppetry/creative drama/ﬂannelboard stones based on .
thildren’s literature .

i i nteract—thh——
books, whether this means -a child telling a favorite story while
~ that Chlld turns the pages; chlldren “reading” illustrations in the
‘sequences of the book; or, ‘o children who can already read,
opportunity to read specnflc words or simple books in thenr‘
entirety. . -

" ‘The point is that whether one or all of these activities are mcorporated _
exposure to good chnluren s literature is vntal in. bulldmg interest in the
printed page.’

Locating good sources of children’s literature should not be a diffi-
} cult task. Your school or public librariar stands ready to aid you. A
- - 'good anthology of children’s literature such as.that by Arbuthnot (1)
offers a convenient source for stories; poems, rhymes: and tales for a
" teacher to use in reading ‘to children. Your commercial reading
. programs often have-good selectlons or. references included. Here are -
-some additional sources.

" Stories: To TeIIand Pead Aloud ($1 25 .

, {graded list)

-« - Office of Ch1ldrensServ1ces ST

"~ New York PublicLibrary . . -
8 East 40 Street . ‘

- New York, New York 11560

S
>
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Bxbhography of Books for Children ($2.50)
-(categories: ages, types of liferature, subjects)
Association of Childhood Educatlon International
3615 Wisconsin Avenue, NW. - %
Washington,.D.C. 20016 '

Liitle stsMu]feﬂ-xghts Back ($1.00)
~ (nonsexist books about girls)
- Feminist Book Mart
162-11 Ninth Avenue
Whitestone, New York 11357

Readmg with Your Child through Age5 ($1 50)
" Child Study Press

50 Madison Avenue

Mew York, New York 10010’

* I Can Read It Myself ($1.25)
- (books for independent readers) o
— " Frieda M; Heller; Compiter ; -
» The Ohio State University - :
Publications Office-

242 West 18 Avenue
Columbus, Ohio 42310

Helpmg Young ChtldrenLearn (second edition)
Evelyn Pitcher, Midam Lasher, .
Sylvia Feinburg, and Linda Braun.

. Charles E. Merrill Publishing Company _
1300 'Alum Creek Drive - : <
Columbus, Ohio 42316 S

o Unhzmg other Printed Materials -

" In addition to the materials prevnous]y c1ted there are other pnnted-

matenals available which-can function to-<reate interest in reading. Lan

.. guage experience oriented reading materials, basal readers and other
., commercial reading programs with their books -and - supplementary
books fall into.this category. Other books with simple repetitious -vo-
cabulary such as Instant Readers (6) easy reader books, and books with
rhymiing language are other resources. Printed charts, poems, rhymes,
and riddles. stimulate -reading interest. Flash vocabulary and phrase
cards, either commercially or teacher- made mlght function to label .
7  ‘objects or actions in the classroom. - '
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Our Goal: Interest for All—Beginning Reading for Some -
~ The fact that, in-past years, some children have entered school al-
ready knowing how to'read is not-different from the fact that some chil-

"dren today also enter school with this skill. What is different is the atti-.

——_;mdepmentsandeducamrsnowwumejegardmg_earlv reading. Frst

~alookat the past:
As recently as ten years ago, it was not uncommon to fmd reading

" authorities promoting the idea that «hildren must have attained the

magrcal age of 6.6 to profit fram reading instruction. The proponents of
this theory stressed the maturity level needed for beginning reading.
They felt some stage of sensory and neurclogical- development was
B critical (being attained by age 6.6) to the beginning reader. They insisted
- " that instruction carried out pnor to thls age would probably physrcally
damage the child. '
¢ ‘We now know that, although some level of matunty is needed, it'is
—completely invalid to pinpoint any specific age at which this universally
. occurs forpall children. Furthermore, while the question which ‘domi-
———n i i — we-teach preschoolers to__
‘read?” it is now fnore appropnate to ask, “To which preschool/krnder-

. garten chrldren should reading be taught?” and “What kind of instruc-
tion for these children?” A paramount role of the teacher, however, isto -
foster the interest of every child in wanhng to learn to read regardless of

. the child’s leve! of readiness. -

The chrldren who are ready and eager to read often reveal thelr

. readiness by questrons or comments, Their responses of “What does

" this word say?” or “Robert’s name is on that sign.” or “I see the same
: word in this book.” are typica signs of increasing awareness of our lan-

—‘—ﬂuage“lr?pnnted form*andloelrdesue-to—leammor%bwmeng_
Many children who are ready for reading instruction rhay demonstrate
knowledge of some words and/or letter names. A few children may be -
able.to read simple books or stories. In some classtooms, a few in-
dividuals may. even have developed some independent word recogni-".
tion skills to the degree that, on their own, they are able to inde-
pendently decode simple books they have not: previously seen. The
unique characteristics ‘of the children then, help to determrne the E

- teacher’s instructional decisions. . :

. The uniqueness of lgn'*lergarten children drctates that some chil-
dren wxll be ready aid « eager to read. For these children, appropr:ate in-..
struction must be provided. This instruction should inciude graphic -
representation of direct oral Janguage experiences ‘within your class-

~ room. Here are some examples of this concept to guide you. .

P
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- Labeling

“{Itis helpful to
* utilize the context * ,
- of ashort phrase or :
- esentence.) '

E_xperience Charts (5)
- (A shared classroom
experience in one
. kindergarten at
" ' Easter time produced
this story written
- togetherby the .
“children.) I

(Th.s classroom spring
plantlng project produced -
dictation which was

" - simultaneously recorded
by the teacher.)

Our Pet Comer

Robert’s Tower
Hands Off!

OurEggs
Here are our eggs. ) .
We are keeping them warm
so they will hatch. We

hope we can watch them
hatch. -

Conversgtion C_h_a L

'. The Garden

What's in our gardén?‘
Billy says, “Soil and plants.”
Dixie says, “We have to water

our plants and keep them near-

the sunlight.“ ”

Y

Usmg:wntten language, whlch dlrecﬂy correlates with the language
of thought and speech about child- or classroom-based experiences, is
- the most bepeficial way to make this association between oral language
~and print. ’Using relevant experiences like the examples cited, we are
~-encouraging children to discover that our thoughts can be expressed in

: “talk" and/our talk can be expressed in print. The association between
‘oral language and print is accomplished. In beginning reading, we are

- striving to help the child recognize words in print Wthh are already a
- part of the child’s oral meaning vocabulary.

Attention to other forms' of .graphic representation _ should
"directed toward developing the children’s concepts of what constitutes a

e e

-

b,e""/

letter, a word, a line of print, a paragraph, and an illustration. Too -
" often, we automatically assume a child knows these concepts banc to

- the reading task. i

>

. After dxscovenng which children exhibit knowledge or tnterest in’

'readlng, 1nstructlon appropriate to their needs and mterests should be

" Schulwitz -

an . -
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provided. The direction this instruction assumes-is affected by several
variables: the characteristics of the pupils, the type of instructional pro-.
~gram which exists, materials for reading instruction which may be avail- -
able, the teacher and her/his philosophy, and-influentes of the school
—————and-community - Regardless-of these specifics, however, the following
categories of skill areas are generally incorporated in the reading pro-

- gram for beginning readers: Oral language development, whole word
recognition, sense (context) of language, letter names, auditory dis-
crimination, auditory memory, visual discrimination, visual memory,
sequence, left to right/top toe bottom progression’, sound/symbol as- .

. . sociation, and sound/symbol/context association. Effective reading

instruction for. young children who are able and ready to read ‘must

‘equip them with the necessary foundation of skills to ensure their initial
achievement. But in providing this instruction, the competent teacher '

. maintains interest in reading. Appropriate reading instruction for young

_ children builds beginning skills, but does so accentdating these factors-

1. Tke goal of *nstruction is continued child success and mterest it
should not be instruction at the expense of interest.-

2. Whenever possible, instruction should relate to the concrete life
experiences of the children. -~ - e

3. Creative teaching should be incorporated. .

4. Context or the “sense of language” should be. stressed in speak—
" ing, in listening, and in reading. ___

. . . _-\—_‘h_—s;\‘-’—
As instruction progresses, the natural eventuality facing any
teacher is the necessity to provide for the individual differences in
,progress of the children. This responsibility is crucial ‘for the teacher of

-~ reading. Good suggesticsys concerning planning for individual instruc- ;
_ tion are included in the following chapter. These suggestions include a
. sample progress chart which can easjly be adapted to any sequence of
“skills. _ '
This chapter has focused upon the teacher's role in readmg instruc-..-
tion for kindergarten children. In summary, the role of the teacher is
that of 1) motivation, 2) creating and sustaining interest in reading, and
3) insuring interest for all while providing instructicn in reading for those
. children who are ready to read. Chapter 4 concerns orgamzmg for in-
dwldual instruction. _ : ,
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The Schedule:

_. Organizing for 4 o
Individual Instruction . =X soanne . Nurss

Teaching reading in the kindergarten requires that the teacher individu-
_alize instruction, that'is, provide instruction in reading/language skills
. appropriate to each child's level of development and leairing. Such in-
struction may be provided on a one-to-one basis, to a smz3 group, or to
a large group of children, all of whom can benefit from that mstructlon )
atthattime. :

- This cohcept of 1nd1v1duahzed insfruction requires that teachers be
expert jugglers with compttter memories without losing their warm,
loving concern for children. The purpose of this chapter is to suggest

- some ways to accomplish this feat

_Planmng g

Effective instruction of young children results only from careful
planning by all concerned—teachers, aides, parents, and children.
Figure 1 shows the Planning/ ]mplementatnon/EvaIuatlon (PIE) cycle, a
graphic means of describing this essential planning.*® .

The first task is to set goals and objectives for reading in kinder-

. garten. Earlier chapters in this volume have presented the philosophy
which underlies long term goals and the developmental considerations

* - -which set the parameters for intermediate and specific activity-objec-

tives. Frequently, long term goals are determined by the philosophy of

the schools,-and by discussions with the principal or director and the

parents. The teacher then develops ob)ectwes for a quarter, month, or

. ‘week. Specific activities are planned from these objectives. Insofar as
possible, objectives need to be stated in behavioral terms so the teacher

_is readily able to determme when the Chlld has achieved them. Flgure 2.

*PIE is a concept first used by Carol R. Foster for TEEM a Follow Through'
Model

5 . : = " Organiting for Individual Instrisction
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("j ‘Planning S
T Longterm goals * -
. Intermediate objectives
Specific activity objectives
* Implementation
- Arrangements of
\ - time
space
materials : ' -
personnel ’
Evaluation - .
- Assessment of behaviors described
in three types of objectives . .
Record keeping '
: . Preassessment for next set of objectives

Flguré 1. 'Planni_ng-implementation-Evaluation Cycle .

_illustrates one way such cbjectives might be listed. The specific objec-
. tives are written to cover several difficulty levels. Ths teecuer must:
".assess.each child'’s individual development to detevmnine which objec-

tives and activities are appropriate for that child. This assessment might
be achieved through standardized tests, formal observation instruments,
informal classtoom observations, reports from parents and from

_previous teachers, and/or use®of actual instructienal activities or & {ijal
-basis. ' : . '

Once the objectives have been set and the child’s develepment has
been assessed, it is possible to choose specific activities for instruction.

- -The teacher uses a wide-variety of resources in planning and takes pri-
miary responsibility for developing a broad range of possible activities.

-
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Long term Objective
To introduce children to reading and the world of bools
Intermediate Objectives ;
To become familiar with appropriate children’s literature.
To be able to “read" and comprehend literature on an appropriate level of
difficulty. - )
Specific Objectives ’ : -
To “read™ a story book by: : _
reading pictures to get the main idea of the story. the sequence of
events, and specific details;
followmg along as the book is read on a tape or record; and readmg
some kiy werds or phrases. _
To dere:isirere understanging of the beoks by: T
answering questicns to tell the main idea of the story the sequence of
) events, and specific details of the story;
retelling the story in sequence giving the main idea and essential’ details
‘illusirating the story, either the mam idea or sevéral parts in sequence;
anc dramatizing the story followmg the correct se¢aence of events.

Figure 2. Objectives for Reading'in'Kindergarten: An Hlustration

~

" The childrer: can. and in most instances should. have some input into
" the planning process and some choice of activities. Some possible re-

sources in planning for reading in the kindergarten are the following:

local cur+-lum guides, -

- basal rear.- - series used locally,
suppleme:::l reading series.
skills or pho-ucs programs,
reading comsuhasits,

. teacher’s experience, —
children’s idéas,
learning center activity books, and
reading methods textbooks.

fx
One way of obtaining childreri’s idea< # tl.rctigh a group piannitig _
session in which theres-or topics are selected for the class to study.
Within a broad topic, the teacher can develop activities for specific

) levels. Children cai'be given choices of specific activities, time for work-

ing in certain areas, and materials.with which to work. A word of cau-
tion is appropriate here. Choices offered to children should be from
among genuine options. If everyone must eventually make a Hallo-
ween mask, don’t.ask who wants to ‘make one but, rather, ask when

' 65
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they want to do so. If workmg outdoors is not an opnon at this time,’
dontofferﬁxatasachorce -
Record-keeping becomes cruaal to maintaining the )ugghng act and -

remnembering where all the balls are. Records need to be simple, easy to

keep, current, and used in planning as well as in evaluation. Figure 3-
gives a sample record form. Alternate formats include index cards,

manilla folders, looseleaf notebooks, and progress charts. The recerds
should contain the skills listed i in sequence (as much as possible), in be-
havioral terms, and in small enough increments to measure progress.
Information to be recorded may include degree of mastery obtained,

‘date achieved, and amount of time (or. nurnber of attempts) spent in
acl'ne\nng success. _ . -

The record is used by the teacher in a vanety of ways: 1) prein- .
.structional assessnent ‘of the child’s skill development; 2) daily and
weekly pl _ung 0: .astruction; and 3) reportmg progress to parents

i school of‘hcrals and future teachers

" Shows an interest in sounds

Identifies beginning

'Matchés letter with R J

Child;s Name - — .

- . ' % % %

Skills - _ Mastery | Mastery -Mastery :
- Desired | Achieved/Date | Achieved/ Date

Distinguishes rhyming from
. nonrhyming words
Distinguishes letter sounds
. from spoken words
Discriminates between
beginning consonants

Discriminates between
%ending consonants

. consonants
Identifies ending
consonants . .
Matches fetter with -~ . ; . P '
_ beginning consonant : 4

" ending consonant

Flgure 3. Sample Record of P,rogress
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" The record illustrated is of ongoing'progresé dunng the course of

. instruction. Summary evaluations at the end of a longer time period will

still be necessary. Frequently, standardized tests or achnevement mea-

sures. aocompanymg a book senes are used for these summary evalu-

ations. )
Another aspect of planning is provxdmg contmuxty within the class

over time, with the home, with preschool experiences, and with future

_grade activities. The kindergarten teacher needs to plan reading in- -

struction so it meshes with the first grade curriculum. This means giving

_ the first grade teacher accurate records of the child’s progress so instruc-

“tion is hot needlessly repeated. It also means using an'approach that is
_compatible with or complimentary to the first grade materials (for_ex-

ample;, not beginning the child on i.t.a. in kindergarten when the first
grade is using a linguistics approach): Continuity does not mean re-

- tarding a child’s progress so as not to interfere with the “first grade V

curriculum.” Rather, it implies steady growth in developing and using- -

the reading SklllS from prekindergarten through kindergarten to the pn-
mary grades and on through the twelfth grade. .

Y

Grouping

Arranging the chlldren for mdwnduahzed instruction always raises
questions about the pupil-teacher ratio and the feasibility of tutorial in- -

~struction in a public schcol setting. Individualized jnstruciion does not

mean one-to-one instruction, Rather, it means instruction that is-appro-
priate for that particular child at that particular time, whether delivered )
individually, in small groups of three:or four, or in large “groups of

. twenty to twenty-five. Effective grouping then refers.to planning andto

creating a match between the child’s level of skill development and the
instructional goals, not to pupxl-teacher"rano Record § keeping and in-..

‘structional objectives provxde the data for forming a variety of instrue-

tional groups for the day’s or week’s activities. These groups-should be )
flexible so that children are allowed some choices and so that they mayv :

be regrouped accordmg to progress. c .

- There are twd major bases for grouping: 1) skill- development and

' ‘2) interest. The teacher has primary responsibility for arranging and, .

N

* . maintaining skill development groups based.upon preassessment of the -

skills of those children who have demonstrated an interest in print and
reading A few children who have demonstrated an interest in rhyming, ‘
perhaps while listening to poetry records or tapes, might be"grouped to-
gether to learn the meamng of the term and to practice distinguishing -
rhynnng from non-ri;yming word pairs. A leammg center mlght then be.
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setup to provrde several rhymmg games Leammg ceriters are areas of -

- _theroom set aside for specific activities. Usually centers are arranged for

S 6ne or more children to use independently with a minimum of assis-

“—=—tance from the teacher- Individually-or-inpaizs. duldrenwoulo?seiect a——

' time tq use the center. One particular game or activity might be set aside *
" by the ‘teacher as the checkoff or.test activity. Successful completlon of
- this activity would be recorded and thechild would be shifted to another
~ skill group. Those children not successful in the test activity would con-
tinue in the t"ymmg instructional group. A child may be ‘{N more than
one ingtructional group at a time; for example, one child might be in-
groups on rhymmg, letter recognition, and orel comprehension of story
-sequence, another in gmups on rhyming and visual matching.

» - The-other type of group is based on the childrer/s interests and.. -
..thus contains ch’lId-ren on many different levels cf skills development.
“Interest groups are uspally child- selected from speific activities around .

* ateacher-selected general theme. For example, .2 area of the tlass: -

‘—th_m@Tf‘b‘Wmo a supermarket with shelves, groceries, enda

_ checkout stand.. Acttvrties could include the f0110unng _—

role playing, -

reading labels, shoppmg lists, pnces.

writing the bill,

counting money and making change,

restocking shelves (visual matching},
. fxllmgforders Tlistening comprehension) .

reading books to find out how supermarkets function;,

planning a visit to a supermatket (yielding expenence -
‘ » charts before and after the mp). . o .
—-—--- _~—dictating stories about the superfharket,and " - L e

' makmg word cards or a drctronéry to learn superrnarket words

Children can be: guided to pursue appropnate activities wrthm an in-
- terest area and skill groups &an be formed from interests shown. Once
again, the grolps will vary in size from large (thow to use the store) to
-——.--small (restocking =He!ves) to mdrvrdual (wntmg a story about super-
markets) o o
. Another example of grouping for individualized Ainstruction i5 the -
- usé of areading games center. The center,would contarn teacter-made
‘ and commersial games of a variety of reading skills. Such a center might
N '_ include, lotto and bingc games with letters; card games requiring chil-";
] dren to match pictures; consonant or vowel substitution games; and.
o alphabet games.:These games. should be coded by the teacher as to skill
" @ and level of difficulty. If a number code is used for the skills and a color
_".'1_' ' ode for dlffnculty chlldrenqean"‘b‘e"tdd to play game #6- Blue or any
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; the game,

845am

‘-', 8:30 a.m. -
845am

_D‘

'1030am

01130am
'12 15pm
100pm

jarme. numbered 6 or any Blue game. The center can be used by 'nany,

hildren: at the}&ame time playlng games on their own approprlate in-
gstructlonal lev

P

o 12 00 noorl 'Dlsmlssal _
y Half day program TR .
. .8:30am. Arrival group planntng

v.. - Work period--child- selected—actmttes emphasts on out- » o

l ull ‘day program

1015 am.

alone in palrs or in small groups as determined by c

- Successful groupmg lor mdrvrduahzed rnstructron therefore de-v
e pends on flexibility.and selectrun not upon size or puprl teacher ratlo '

.

.+ Half-day program .
©.8:30 a.m. Arrival; group planning
~'8:45a.m.” Work. period —selection of activities by chrldren
\,"11(_):15_'a.m.' Clean up (juice and bathroom: if facilities dont allow
. */ these to be integrated into work period) .
10 30 a. m-., MUSIC story, group.discussion ;
s 11 00 a.m. - Specnal activities or. centers (m"ludrng outdoor play if .

>~ facilities don't allow these 10 be |ntegrated |nto work
5 period) R : . .

Work perlod—teacher assigns chtld to one or more actlvt—

.ties; emphasis on skills groups and subject mat'er
actlvmes

"Clean up, leCE e

door play, art, blocks, trucks; puzzles. and games
Music, story, group dtscussron__ﬂ . e
1=m‘s-,al ‘ '

e T . -

* Artival, group planmng : :
Work penod—teacher assigns chtld to one- or more actrvl- .

" -ties; emphasis ‘on- skllls groups and subject matter ’
activities ", : -

Cleariup, juice : s T

Work penod—chrld selected actwmes emphasrs on out-
.~ door play,art blocks, trucks puzzles and games

Lunch : - I

- Quiet time —stary, rest . .

‘Work period—child-selected actlvltles S

- Physical actlvrty—outdoors if posstb°le e

Drsmlssal ; A




chieving large blocks of time. The space avatlable and the physical ar-
angements ‘of such space. have an influence on the degree of integra-
q_ss'ble X the klndergarten Is in one- large room, all activities can ~

"heduled_.-for use of the bathrooms Combmlng activmes into le.
’block of,tlrne means that the teacher can schedule specxfxc actxvmes fc

um-of individuahzed lnstructlon thh a mlnimum of personnel
S illustrates some possxblllties ) :
Orgamznng the room into learnlng centers wnth actwrties and equxp
grouped together and arranged s0 they -may | be managed by th
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when, and where keeps the lognstlcs srmple An alternate format as,"
children begin. reading, is an assignment card for the day or week
Flgure 7 illustrates some possible assignment systems _

‘ - Wherever possible, children should select many of their own actlvr-
ties either during planning or as the day progresses.- The teacher, of
" course, needs to schedule some groups and activities -and to allow for
spontaneous everits and interests. _ :

- Space that provides maximum flexibility is a large open room, well-
lighted and well-ventilated, with adequate storage and-display areas. If -
. possible, the room should have a carpeted ¢orner and a tiled wet-area
wnth smks easy access to bathrooms and drmkmg fountams ard use of .

3

Work Centers (Chxld dxrected)

Chrld selects one or m(re zenters and completes actxvltres wrth mrnlmal super-' i
vlslor- g -
el Dramatlc play housekeeplng. dress-up, blocks, trucks, puppet stage
2. Creative play: water,sand, clay, pamttng, woodworkrng, musrcallnstru- o
" . - ments, cooking '
3. Active play: playground equipment, wheel toys, balls, jump ropes e
4. ,Manipulatlve activities: puzzles, beads, small blocks domlnoes. mea- R
N - suring equlpment CL
5.. Communication activities: books records tapes. fllmstnps, paper and'-
- * .pencils, typeviriter, chalkboard, - .
./ 6. Instructional games: lotto bingo, card games, board’ games (usxng these
formiats to teach various skill$) :
7. Sub)ect matter activities: math fine arts, science, socxal studles (perhaps .
» organlzed around unrts) . '

’ Instructlonal Activities (Teacher directed). .. . :
Teacher plans selects group, schedules and directs instruction whlle other chil
" dren are engaged in activities in work centers Time is scheduled so that all chll- e
_dren receive some instruction in this manner, though not: always dally Teacher' o
leaves ﬂexrbrllty for supervrslon of work center activities.

Examples R . T yﬂ) - RIS
_ Group of six children workrng on begrnnlng consonant 5 ml‘nutes daily)'-
lnd|V|dual child reading prlmer level storres (10 migfutes, three. tlmes per
’ week)
v Group of eight children working on oral- language comprehensxon of se

", .quence (20 minutes, twice a week) -
; ‘-;Frve children ‘dictating ‘stories for therr own books: that they 1llustrate and y
read (15 mlnutes mdlvldually, oncex per week) :

71
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Story. Readlng Center co ’ -
Contents: Books tapes of those books paper penclls and crayons
Actlblties. ‘ o : : - B
Lookatpt:.tures : ' ll_luétrate story {main.idea or four-part sequence)

“Listen to tape Copy title of book and then illustrate
b Follow tape with book ' ' :
AlphabetCenter ,

Contents Alphabet cards, alphabet block alphabet books, record of alphabet
’ song, alphabet lotto magaztnes scissors, paste, paper and.pencils
- Activntnes
- Match letters
Pair upper and lowercase letters
. Place letters in sequence K
- Make a dictionary of different wntten forms of each letter .
" Write letters . v L

,Oral Language Center
_Contents Dreéss-up clothes, hats, puppets masks pictures
.Activltles '

" Role-playing (occupatlons fnr:'ly activities, etc.) .
Dramatizatton of familiar stOM:. books, actual events, imaginary

H

happenlngs . . -
Retelllng of a story ustng props prctures book llustrations '

7

‘;Conversatron Center

Contents Rug with cushions or comfortable table and charrs plants framed

pictures to makeé area attractive, interesting or beautiful object that is -
changed frequently juice and cookies -
,Actnvltnes i s - -
Children are encouraged to come to center to Stt dnnk juice, and visit wnth
otherchildren and adults

ConverSctlon may be stimulated by lnterestlng or beautiful object or current
event brought in by teacher or children

. Writing Center o -

‘Contents: Paper, pencils, crayons, felt pens Tape recorder :
ek typewnter _ ) Stlmulus pnctures objects, books

Actnvmes : .

. . Childten write words, sentences, stones about events, actnvmes pictures, - -

objects books

" Writing may be on any level: dictating to teacher tellnng story on recorder

copylng sentences dnctated wrmng or typmg chifd’s own story

Fxgure 6. Some Examples of Learmng Centers for Kmdergarten

\
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Rl

Pegboard or Porketchart . . ”Aséig;nment Card -

Blocks ‘ Outdoors '  Tracy o
[fommy] - (Beth] ' - Monday: Clay - :
[Suzie] _ . [Hoel] - ) Alphabet Center
' ‘ " Writingstory | .
, o . with Ms. Smith
" Ms. Smith's Group : - Tuesday: '\Lk"lbfa(fiy_ "
[Karen] [Maria] - oodworking -
[Andrew] [Martin]- .
[Mark] - [Gary]

Figure 7. Sample Work Period~Assigrtment Systems :

an outdoor playground (fenced and visible from |nS|de for supervnsron)
“Ideally, an adequate supply of equipment; commercial toys,” games,
books, and instructional supplies and materials; and teacher-collected
creatlve' )unk" will be available for all-types of activities such as those - -

outlmed in Figure 5. In reality, .2 minimum of these things is usually." .
~ available. Use of parents to build’and repair equipment fat horne orin

‘evening meetings) and enthusiastic saving .and recycling of junk-by -
teacher and parents can provnde the necessary materlals for work and .
_ learning centers. ‘ .

Personnel needs are minimal for a program such as the one : "

_described . One teacher with an average ‘sized class (25-28 pupils) could -
-carry.ouf the program as descrlbed An aide available for preparation of -

" materials and/or assistance .during the work period would be helpful. If .
an aide is not available, the teacher should.schedule regular volunteers -
(perhaps a parent or upper- grade pupil) on'a rotating basis one-. morning -

per er month. These volunteers could be tramed to functlon as a pald alde e
might. N
Parents are often qurte wn]]mg to help, if asked. The. teacher needa

to offer a variety of tasks to fit parents’ talents, interests, and time .

schedules. Some of the activities in which they might assist are:

Classroom (individual or small groups) - - .o
Taking dictation in the writing ¢enter |
Talking with zhildren in the conversatton center
* Reading stories in the story center . -
" Playing games in the game center ‘-
‘Teaching in an area of éxpertise o e

Orgamzmg for Indzuxdual Instructxen

L7y
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CIassroom (Iarger groups)
: Supervising group activities sur:h.as
- Artprojects .

.. .-. -Sand and water play

sh - Woodworking

T Cooking
Outdoor play

- "Dramatization activities
Block building

- Accompanying class on fleld trips and special activiies -

- Classréom (preparation and clean-up)
Preparing,setting -up, cleaning-up

-

Juice and cookies _ e
Art projects - - o
Cooking : '
* Special activities at home or atschool during euenmgs or weekends
Making and repairing equipment - =~
s Preparing games, pxctUres {e. g cuttlng, covermg with c]ear :
iioeo - plastic) .

Sav'ng matétials and junk
. Planning and implementing fund raismg actlvmes
B Sponsorlng school-community events .
. *°

C ‘nclusion :

. 'i‘f;The schedule and n,]ated *organizational needs for 1ndlv1duallzed'
,sh‘uctlon require the teacher to focus on individual pupils and to de-
ote'maximum-time to p]annmg and assessing each child’s level of de-
ve]opment Arrangm:, groups, time, space, and mstructlona] personne]
‘should be done as a part of this planning so that each child’s individual

j krgamzatlonal details for instruction allows the teacher to:maintain the,
juggling act without thinking about organization and, therefore té con-
- centrate on the children and the content of the instruction.

Resources :

_DaQ,Barbara Open Learningin Early Chxldhood New York Macmlllan 1975.
“+ Durkin, Dolores. Teachmg Young Chxldren to Read Boston: Allyn and Bacon
e 01976, o :
Hess Robert, and: Doreen Croft. Teachers of Young Children and Activities
.7 Manual for Teachers of Young -Children. New York Houghton Mifflin,
19720
Robinson Helen, and Sldney Schwartz Learring at an. Early Age Volumes - -
. One and Two. Englewood Cliffs, New Jersey: PrenhcevHall 1972

eeds are ‘met within'the typical group learning situation. Mastery ofthe " =
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Function of | |
Kindergarten- 5 Lloyd O. Ollila

' 1 ' . Jean D
- Reading Materials? O Kathieen0tiia

Instructional materials can be useful in arousing interest and remforcmg

¢

. prereading and early reading skills. They include such standard items as .

- books, language or readiness kits, dittcs, and word cards and continue

-through experience charts, puppets, paints, individual blackboards, “and

"clay miniatures to the miore unusual papier-mache maps; recipe book--

lets, and class s suggestion boxes. The variety of instructionak ‘materials to -

_ acquainit children with reading is endless, bounded only l)y the tgacher S s,

imagination. At their best, materials not only teach the:skill, but also

w .

make the learmng fun and alive. Used poorly, they become busywork,
turning the child off reading before he can know its joys. A lesson on -
+ visual perception (matching words) can become an engaging activity’.

‘when a child dons his majiman hat and goes around mailing his valen- -

. tine- letters in his classmate’s mallboxes The child is learning a readmg
B ‘Skl" but he is learning it with a smile. A creative teacher can prbvide c
him with that experience with little effort but, with great success. Many-"'

' avled opportunities to read can be provxded to kindergarteners 'using

i

' appropnate instructional materials. Thls chapter discusses the function -
of instructional materials, suggests criteria” for selecting and makmg.v_;

them, and glves examples of materlals teachers can make

\ -

i The F unctlon of Kindergarten Readmg Matenals

" Materials are used to teach a skill effectively. Materials are made B
and used for a reason, for example to teach matching, following aﬁ'
.sequence, or predlctmg outcomes. Materials fiever should be used-
. simply to keep children occupied. Before’ makmg 2 game or other ma-.
#“terials, the teacher should have.specific goals and objectives in mind."
The material is then prepared to achieve predetermmed goals. Be-__'-»

7o

: Kinderga_rteh Reading Matenals

s:.. cause.a teacher- has dlfferent individuals in her kmdergarten each year




uctlonal goals and consequently, the materials change: New ma-
rials are made each year as children with different needs‘and interests
) ¢ into the. room-and as teachers learn more about helping children
m to’ tead. Some older materials are highlighted while others are
used to a lesser extent. Some maicrials are left at home for perhaps
another year. Materials used in various kindergartens wilt also differ ac-
cording to the range of abilities found in the district schools. '

. Once used, the material should be reevaluated. Could the child
work. with the material and arrive at the stated objectives? Did the child .
too involved in the gadgetry, and miss the learning? Asking these =
types of questions about materials is impcrtant. Many trade books and.
agazines offer suggestions for teacher tested games and activities. The
acher should try.the most promising ones, but she should also be’
.ready to discard the duds. Did the: activity help the child learn the skill?
omlnercially prepared kindergarien, materials require this same close
yaluation ‘Durkin (2:12) is rightly cautious when -she ‘agrees with
halls statement that reading materials result more from ‘convention.
n.’,from research data, and that the ¢laims and assurances made by
ous. publishers are frequently ahead of empirical verifications
‘eachers’ should be somewhat skeptical of claims made in advertising.

quen’ces of skills. For this purpose, many materials, at different levels
difficulty, should be made availaole Below are two instructional_"
ing aids for developing a sequence of visual matching.- B
1. The: Little Rugs The object is for the child to distinguish s1milarmes '
nd differences in color, texture, and pattern and d:*velop visual and

quares that have been mounted on tagboard.

2. Letter’ Boxes. The object is for the child to recogmze srmilanties and -
: differenres observe letter forms, match, and make comparisons.

_ The child sorts letter cards into boxes with matching letters.
h skills involve teaching perception, but the letter box actmty re-
‘,quir)es a ‘higher level skill. To teach a skill, some classroom materials . -
"should be very simple, and others should be so difficult that maybe only

Materials should also provide for the development of systematic o

actile senses. The child matches loose textile squares with partner -

‘or two in the class can do them. In any kindergarten class, the -

acher has a wide range of ‘individual differences to accommodate.

ere’ may be:some childrén in the class who are reading; but there

y be others who are unable to recognize any of the letters of the
lphabet Some children may-have an attention span of only a few
ds lwhile others wnll be able to attend to a task for a long period of }
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' acthty and form his own sequence or whether to thhhold the hrgher _

level until the easter level has been mastered.

Materials must reinforce skills already taught. A large variety of ma-
terials is needed for this purpose. Books, puzzles, objects, puppets,
paints, and crayons can all be used to give continued practice in whole -
class, group, or individual activities. They must be versatile in content,
type, length, interest, and point of view so that.children will have many
different kinds of learning experiences with the -same skill. Some
children may need only a few practices to master a skill; others may take

" over forty trials. A variety of materials at each skill [ével will help to pro-

vide these extra practices and to maintain the child’s interest.

.'Some materials shouldfunctton as mdependent activities. After the
teacher demonstrates and explarns how to use a particular game or -
activity, the child should be able to use it without the teacher's constant |
attention. Materials should help free the teacher to aid children who
need extra attention. Therefore, as a rule, matenals should have :
simple, dasy to follow instructions. Ideally, they should be. self-correct-™

" ing so that the child can get immediate feedback, and the teacher can

perform a swift appraisal of the child’s learning of the .'skill.'T_he_child, N
should also have an-understanding of.the purpose of the task. For-in=-

.. .stance, in-a letterbox task in which the child must sort objects whose. .-
© .names begln ‘with various letters, the child should be able to tell class- -

roorn visitors why he put the rubber- splder in the S box (because spider.
starts with the sound of S). Far too many t.mes the writer has gone'into -

_a classroom and asked a child why he is doing a task and his response o

* has been, “l don't know why I ain doing this, but my teacher asked mie .

to doit.” It is very important for a child to comprehend what he is doing . -
if he is going to learn from ‘doing it. For a further discussion of the im-
portance of the child’s understandrng of the task, regd Smith’s Compre- .
hension and Learnmg (6) ' '
are strictly dxagnostlc devrces such as standardrzed tests, checkhsts .and
anecdotal records which are useful to kindergarten teachers in analyzing . -
a child’s performance in readiness-and reading. Instructional materials, - -
however, provide several advantagos In the first place, the child is .

“learning while his strengths and weaknesses are being dlagnosed His.

performance can be compared in different classroom ‘situations: - His "
1nterest in reading and- his ability to perform a.variety of reading tasks -

“can be noted. Are some kindergarteners ready to read? Observrng the x
chrld sinterest and ablllty to use prereading reading materuls will give thef :
,teacher an excellent 1dea What type of reading m“"‘uctlon will be best"f‘
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him? Again; give the child instructional materials and watch what he
n do with them: Giving kindergarteners many and varied opportuni-
‘with. reading will help the teacher develop a program of readiness
r‘those who. need more background and a reading program for those -
who are. ready t6 advance. Experience charts provide both of these.
Abilities such as interest in-reading, ‘left to right orientation, word
»matching, remembrance of sight vocabulaty, attention span, and com-
;':prehension can be observed and later recorded from experience charts.,

riterla for Selecting or Making lnstructional Reading Materials

, nstructional materials for kindergarteners must be geared to the
A fild'and the particular children in the kindergarten room.
AR 4 "\’tortunately accurate, criticism of many kindergarten’
';prereading ari reading programs concerns the dverreliance on drill and
ole- class :pencil pushing activities. ‘Too ‘often, a commercial pre-
eading workbook or kit plays the predominant role in introducing chil-
ren to reading’ Avoiding these pitfalls should be an important con-
deration in the choice of materials. Materials for kindergarten chjldren
hould ‘be attractive. The materials should cloak the concept to be
rned in an appealing, colorful package. Remember, when the child
hooses the activity, he chooses the material, not the concept. The goal
ould be to hook the child-on-the materials so he can teach himself.
lass happenings can often be used as the basis for effective materials.
w material can be related easily to something-already known. The
eacher butlds upon the child’s previous experiences and personalizes’
new learntng For.instance, Ronriie builds a tower and doesn’t want
St torn'down so Ronnie dictates a sign to his teacher saying, “Thisis my .
er. Don't touch. Ronnie This is hung by his tower and read by
: on'\ie to the class. After the class makes Easter mints, some children
-"may want to copy the recipe so they can tnake mints at ! hoine. .
_ Materials cah be personalized for one patticular child or-designed
‘around’ topics that the class is interested in and~warnts to study. Di--
‘nosaurs are a favorite topic for young children. Interested children could -
‘ace around templates of dingsaurs (hand -eye coordination), group
inosaur models from largest to’ smallest (classification), arrange.in
equence pictures from a dinosaur story and find: pictures of objects
h"s_e names blagin like dinosaur (auditory discrimination). The creative
eacher uses her imagination and possibilitiés are endless.

‘Vlanipulative materials are-essential in a preschool setting The pre-
schooler is an ‘active person. He needs and enjoys opportumties to
nipulate things to learn through his body. and, probably for the first - -
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time .to use extensively the small musc]es of his hands. WIth this in-
“mind teachers will find that many of their most effective teaching ma-
terials will '6¢ manipulative things. One kindergarten teacher, for ex-.-
ample, found that a letter box game was her most effective material for
teaching and developing interest in different letter sounds. Starting with -
an S box, she had the children bring from home small objects that begin
with the S sound. The objects were dumped out of the box, examined,
and put back into the box. As other boxes were made, the contents of
two or more could be. dumped together and sorted back into the ap- .
propriate boxes. Children enjoy this activity alohe or with a friend. Be- -
cause the learning matérials are handled a great deal, they become bent.
~ and dirty, so the more indestructable they are, the better. They should
also have easly replaceable parts. l.aminators, thick cardboard, and -
oy “clear) paper are helpful in preserving materials. Tapmg edges helps pre- -
.. ventfraying. . i
. . Before. a teacher orders from the catalog and/or hauls out the
.. poster board and felt pens to make new materials, she should get to -
know her class. Remember that matenals are ynade with goals and ob- - -
- jectives in mind and that objectives, in turr, stem from the strength and -
weaknesses of the children: To assess what skills and abilities the chil- :
-dren have, the teacher should give the children a variety of planned:
expenences with . different prereading-reading tasks and carefully ob- -
serve their performances. Children’s interest in, comprehension of, and -
ability to perform the tasks are analyzed. Books by the following authors -
are recommended as having helpful checklists: Downing and Thackray
(1) Ruddell (5), and Lamb and Arnold (3).-From this information, ‘he{_ ‘
- teacher-can provide the proper range of prereading-reading activities for "
“the children in her class. The teacher’s observations also include a care- " .
ful check of any hearirg and vision problems. If she isin doubt. about”
" these, she should have the child referred to the school nurse. Too many
children with vision and heanng problems go unnoticed unn] the later.
grades in school. L
.- Theteacher will want to have an interview with the parents, if pos- S
sible. Many parents can provide good insights into their child’ 's learning . -
- abilities, interests, and past experiences. Parental comments, combmed.- 3
‘with the teacher’s own observations, will help the teacher understand"; '
=;the child better and dewelop a more individualized program. - .
In. deciding “¥hat inaterials fo roake, the kindergarten teacher '
should atternpt to co.np!ement the materials children will be using in the -
“first grade. A child going into & heavy pheiietic program may need dif- hE
ferent prerequnslte skills from @ ¢hild gs sing into a language expenence i
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at the kindergarten level. The kindergarten teacher should carry on
a continuous ‘'dialoguie with the first grade teacher to find out the type of
\ ackground experiences that would be useful for her children to have.

v oth teachers want to help children make a smooth transition from non-
{ ading fo reading. Exchanges of ideas, viewpoints, methods, and ma--
tetfals facilitate this smooth transztion

‘A ;tort Checklist for Materials

orm 'king readlng materials for kindergarteners. Note that after the ma-
teria are used a while in the classroom, they should be evaluated and:
odified as necessary,

kin ergarteners in the class? To do this, the teacher must consider
VO_ bulary, pictorial content, interest, length, and children’s prlor
expe ences with concepts and language patterns

.'Does the materia' develop 2 required skill? For instance, “On com:

crimin te the S sound.” -

as brigh .colors, pleasant textures, pretty or funny pictures, and
catchyw rds. ;

'avallable" :
;Y Are the materials durable? Do they have replaceable parts'?

. feedbauk the activity'is riiore effective.
* be used independently?

8. Can some of the materials be manipulated by chlldren" Young chil-
. dren needtob 2 actively tnvolved physically with the materials.

e 9 Do the materials provide a balance between success and challenge? -
. Learning° prereading and reading skills should be a happy experi-
-ence. The teachier should provide a learning climate and materials .

: »_: that make the’ Chlld feel good about reading and about himself;
When a teacher’ introduces a child to reading, ‘she gives the child .
“many varied opportunities at reading tasks. ‘Commonsense tells us

o

o

.
e

r reading program can be usefiil to the children if they are introduced o

Below is a list of things to be considered when a teacher is buying -

1; Are the materials prepared or selected for the. partlcular group of

pietio ‘of the activity with Letter Boxes the child w‘ii be abie to dis-
- Are the\ materials appealingly packaged'? This 1ncl udes such detalls

. Can the material be made or purchased at  reasonable cost" If'
certain materials are too expensive for thz 'school's budgetf‘ could
the teachexmake something sxmi!::','t .ess cost 1n the time she has
6. Are the mat rials self-corrzcting? When the child can get 1mmed|ate

7. Do the mater als have few, and easy-to- follow directions so they can

i




‘. that the child who is successful in these activities'is more llkely to
.» want to learn to read. One of the major challenges in developing
o beginning reading materials of quality is providing a balance be-.
c tWeen success iand challenge. The teacher needs to make the ma-
' - terial easy enough so the child can use it successfully, yet chal- -
: lenging enough so ‘the child learns something while using it. Ma-
_~ . . fterials that are too difficult,” even though they are interestingly
- packaged, dlscourage children. Materials that are too easy often'
- bore children. :
10. Do the materials provide for sequenttal development? A sequence ..
~ from concrete to abstract and from easy to dlffxcult improves the
chance of success. o
11. Will the materlals add variety to the classroom?. If the teacher has
' ten board games, additional materials should be of other types..

b, Suggestions for Materials and Actrvrties . '

Start with a good supply of books. There should be plcture books
for children to look at, books that act as resources for- science and soclal
studies projects, and books for story ttme wWith the teacher. A library or

- book center can be set up'in‘a corner of the room. ‘Suspend a sign-from

the cerlmg, display book covers, place colorful bookworr .5 on the wall. - -

Make the area comfortable and inviting. with rugs, pillows, charrs and_ T

tables. During story time, for a change, invite grade one or oider chil- "

&' dren, the principal, a parent, or a. grandparent to read a a story .~ (A list of -

recommended books for klndergarten developed by Nonne Odland is

listed in Appendix A.) '

" . Some materials function zhroughout the year. bome materials are

_ used daily as references; ‘reminders, paris of the opening exercises, and " -,

aids in using the classroom: They are, important and useful to the chil--,
dren, and therefore, serve as good starters to help them get acquainted

with words anareadmg ,

The/helper s chart. Thisis a list of mamtenance acttvrttes to be done -

in the” ‘Classroom. Such jobs as group leaders;_ flag holders blackboard -,

. “érasers, plant waterers, animal feeders, and chair stratghteners can be -

——inclu included with the]ob name and a picture clue. (i.e., for aperson elected :

- to pa pass out milk, a ptcture of a milk carton). Some teachers list these on

- rectangular chart paper with pockets for'children’s names. Others tse

eyecatching themes such as an octopus or “helping hands.” Every

. week, helpers may change and the class.can go. over the chart prckmg v

" new helpers. In the process, a teacher can emphaslze the readmg aspect.

by pointing to the words as she announces each helper or sks dtfrerent' L
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hildren to.read what the helper does She can make various shapes for -

nges oni'which the job name is Written. When the child does the job

:he can find his badge and put it on.

- The calendar. The teacher can transform one of her bulletin boards

=intoa large calendar and the children can pin on the dates. Special holi-

ays ‘and school happenings such as Easter, a child’s birthday, or a <

“school cupcake sale, are noted on the calendar with words and pictures. ' o

A sample sentence is the following: , o

“Today is  (day) (month) (date) _. "

The class takes turns each day pinning on the date and reading the
'séhtence. In connection with this, some teachers use words and sym- -
’bols about the weather. "ioday is sunny, rainy, or whatever Similarly, .

zparades with each car or animal representing a month. -
y }Labeb Many teachers put labels on, different pieces of furniture
aterials in the classroom. For instance scissors on the: scissors

orking with pla-'trcine building a model, and raising plants from seeds
'ay be put on,chart paper and placed around the room at appropriate
mes yand plares during the year.

" Chart ptzper and felt pens. These are such simpie materials but are -
T .
ssential for. creating individual tutoring and small group learmng in-:
'-,volved in helpmg kindergarteners learn reading skills. Experience charts
an be. used to record’she. children s group experiences produced co- -
o operatively by children aind their teacher. Stories based”on field trips,
“'room pets (such as-gerbils), science experiments, school plays, and
“-funny happenings in the room are jnteresting and 1mportant to the chil-
%" dren. Sometimes it'is valuable to acknowledge the child who suggested

5 ' sentence’ for the chart For instance, Janet said, "The turtle, sure is
slow.” Also, rebus pictures; instead of wérds, help mariy children read o
* the chart. Individual charts can be recorded by the teacher for those =~ .. '
. chtldren who' are interested. The teacher should- also "try. charting -
“ nursery rhymes and repetitive songs like “Six Little Ducks" and “Row,
:Row, Row Your Boat.” Children quickly learn to * ‘read” these and their
uccess encourages them to try other reading tasks,

on}‘-‘i&»bgy, and Ollla_ . »




- Chalkbcards. The teacher can use her big chalkboards for simple
> messages such as “Hi Boys and Girls.” She should point to the words as
- she reads them and perhaps tell something important that is going to
. happen Ferinstance, she could say “Today someone special is coming
" to visit us.” -And, as she prints the word policeman on the board, she
‘can point to it. Depending on the ability of her clags, shé can have some- -
" one read the word, tell only the first sound and ask the others to listen,
or just tell them the word as she points té it. Children also like to use the
teacher’s chalkboard or the more easily handled itle. chalkboards. (If
_old-chalkboards are taken down from-a sthool, ask the ‘maintenance ~
~_staff to cut them into 12 inch squares. Kmdergarten <children always
enjoy making letters and copying their own and other.children’s names.
The teacher can make individual games for children to learn read-
mg skills. These can be used mdrvrdually or as part of learning centers.
" They can be designed-around special themes, holldays, ‘or units of
. study. For example, in the dinosaur unit mentioned earlier, the teacher
had the actwrty of finding a picture t put into the papier-mache D
dinosaur. This same activity could stand by itself without the unit, could
be transposed to’ Halloween with a P pumpkm .or become a mailing
- activity of sorting the picturesinto five colorfully wrapped * ‘mailboxes.”
- Each mailbox would-have its'own letter name. Below is a- list of ex-
" amples of games which could ‘be used in kindergarten to teach pre-
reading and reading skills. References for other ideas for materials are )
llsted at the end of the’ chapter .t
To teach sequience, take a series of Polax01d plctures of a held tnp i
and have the children put the’ plctures in'order.  Cut up books of
fairy tales, have the pictures laminated, and ask the children to- put
"-them in some sequence. Put numbers on the back, so the children
who know how to count can self-check this sequence_for correct- .
ness. - v
-2. To teach \gqual dlscnmmatlon of letters, make a large cardboa’d,
A“Kme the Kangaroo™ with all those' work pockets. On each pocket,
- pit a letter Give: chnrlren a box of letters and have them put the
rxgnt letter in the nght pocket .This can be color coded on the back
_-'~,The ‘teacher may put a star. chart next to the activity and'put a star
" next to the name. of the c'sid who has, completed the activity sii3- -

“cessfully. This activity.can be ‘increased in dlfflculty by changmg
" from letters, to.words, to short sentences.
. 3. Teach some action words in the gym. Hcld. word cards for )ump,
.l .run walk andskxp Have the children follow w1th the actlons ‘
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4. To teach hstening skills use listening posts (tape recorder, plu.s ear
. phones). Record directions for making a’ simple art project, then

thestory S T

concrete objects such &3 small models, statues, and figurines.
‘hills, signs, ‘and cars t6 populate them. Discuss these with the chil-
the vrllages and farms. Let them do the setting up and taking down.
cooperatlve play They are also rich sources for chart stories,
ea"hing basic discriminations of color and classrfyrng sidlls are use-
fulto some children. Purchase Airwick containers. These are made
-Aof plastrc in many colors and tints. The base is usually made of

~-one’ color the top has a matching spot of color. Collect two of each
“color and tint. Have the children match colors of two parts, group

’ grourJ)

';Use centers frequently. The writing or word center stimulates

ould like to make, a special card for Mom’s. brrthday or a get-well card'
for: Dougre, ‘record a special message (e.g.,.“I-need a shoe bag.”

word to add to their key vocabulary ring. Each child has her own hook
C p_ocket in a large pocketchart for storing her own words. The teacher
ts the: words on manilla tag board, using two sheets of colorful con-

the cards and messages. The. cards do not have to be square; try slim-
f'ﬁ :

'eaf’s bookl Safety Can Be Fun (4). A few of the children then wanted
draw therr own nitwits duing silly and unsafe thrngs Joe drew a nitwit

‘\ burned up. . The teacher could expand this activity into ‘a'class book.

She would staple together between a front and back cover all the
pnctures wrth captlons The chrldren then could suggest or. vote on a

Lo 84
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- have the children make it. Teach a song. Record a story and let the -
children llsten toitat thelr leisure and draw or parnt a prcture fromf ,

‘Encoiirage language and concept formahon through the use of o
Create a farm, zoo, or village setting. Provide inhabitants, trees, -
‘dren, Give group of two or three children the chance to play with

hese activities are useful in increasing vocabulary and encouragmg -

" the tints of the same color together (e.g., _bright yellow and- gold. -
~ group), -warm (orange and yellow group), and cool (green, blue ,

ndergarten interest in reading. This cerier is used by children who
"hank you: for lettrng me stay up so late last night.”), or learn a newb

struction paper with a piece of m:; uscnpt‘paper stapled i in between for .

jims, hollday shapes, and so on. Also the center should provide draw-"- .
ing paper with a strip of manuscript paper at the bottom for a captionor .-
p_erhaps the signature of the artist. In one. classroom, the teachet read -

; playing wrth matches. He told the teacher to write “This guy could get
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~ ftitle. (This is a good time for the teacher to clarify the concept of book -
" title for the children.) The above class picked TThe Dumb Nitwits.
Several children drew pictures of incredibly dumb nitwits for the cover, |
and the book was putin the library for the class to read.

In the center, individual blackbcards are useful for practicing
letters. For variatior, instead of chalk, let the children print with paint
} brushes and water. Samples of letters should be available for children to
-“trace or copy.
. Dependmg on the child, the amount writfen in the center may be
as little as one'word only. Later, the same child may expand his one
word to short sentences. The teacher should be careful in the number of
words she presents to the child, so she does not overload and over-
whelm him with the 1mmen91ty of the task. This. really can become
. frustrating. With practice, some of the children may want to have the -
" teacher spell the words for them as  they write them down. The teacher
* has to be careful, however, in seeing that the child is printing the words
properly. From these activities, the child will often begin to learn the
sounds of letters when he is asking the teacher, “What s the first letter in
- boy?” as the teacher is writing it. Another child may say, “That word
.boy has the same beginning sound as my name, Bill.” He may ask the
teacher to write some other words with the same sound (ball Betty,
bell, and boat) .-

_The key to ‘this type of center is that the children who come to 1t do .
so on their own, as the materials they ave working with corne from their |
~ own interests. The children’s own iiiizrests can be the best type of moti- _
*vation. The teacher may subtly promote the center occasionally by
‘saying something like, “Alice made a really nice _picture *oday and she -
~ would like to read what she wrote about her plcture to you."” Or, if Bill
seemis proud of the-way his key vocabulary word pile is growing, the
teacher might suggest that he could read ihem'to the class. Drawing at-x=
tention to the center, every so often, “will encourage the other chxldren
to participate. Changlng the look of the center with new pictures or
props will help, too. For instance, -in the Fall, make a giant cardboard
tree framing one corner of the c2nter. On it, put pictures of owls writing
" *or pin-smiall stuffed animals rec dmg words.. At Halloween, change the -
center’s look again. Perhaps-the children could paint a spooky mural .
for the back of the ¢enter, and the teacher could have the. class re-
. decorate the tree with Halloween symbols The word card for the
symbol could be pinned below the symbol E :

4 -
_ This is just one example of a reading-type center for kmdergarten-
_ers. Other centers, such as puppet play,>building and block_s .science,
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nurnberwork and games also lnvolve materials and activities desxgned ,

help children learn to read- -

“* Include parent or teacher aides when possible. While most of the
activities-mentioned above can be done by the kindergarten teacher in
her classroc..n, it is helpful to have the assistance of an aide. This is
espeaally true in types of activities where the children are asking the
acher to write words or stories for them, or where the’ children need
'elp in reading their stories. Many reading activities in kindergarten are
mall group or xndivxdually tutored and this frequently leaves the rest of
“~the.class on their own. With an aide this potential problem can be
<) parttally avoided. The aide can help or supervise some of the children
while the teacher individualizes her teaching w1th cthers. '

c‘.-

’ Bnef Summary

5 own way. Each one needs to be shown by examples throughout the
*year how readlng can be important to him. Some will become interested )
.. as the yeargoes by and may ask the teacher for help with reading activi-
“ tigs. The teacher encourages and watches for these signs: She is also
= prepared to find quickly any child losing interest in reading in favor of
-water play or building blocks.. She takes her ‘cues from the children.
Some children will want to learn to read and others may~be reading
8 when they first come to kindergarten. A variety of‘ wiaterinls can provide
: altematlves to introducing various children to s g. There’ is no one
‘way to learn to read. Each child is unique and re;pondg to various read-
“ing, materials in different ways. One may love‘to have- his stories re-
corded so hecan “read” them. Another may want to learn the names of
* hlS favorite trucks in a truck book: Still another likes to form letters out of
plashclne Each is growmg in reading skxlls, but is doing it in his’own
) way, - S N
s Klndergarten readmg matenals can and should broaden the pos-
P Slble avenues in learning to read. Overreliance on one type of material
hmlts the possrbllmes This is what happens in some kindergarten . class-
'rooms where reading readiness is thought of as prereading and, thus“ls'~5
“ taught only ‘during a daily. twenty minute pericd with a reading readl '
u ness kit. Children can learn from kitg but they n¢ed opportunities to.
select other materials with which they want to work. Their own choice
 of matetials helps to create a learning atmosphere, thatis likely to be
meamngful to them. A potentlally more useful conception of learning to
read is that readiness skills are reading, only.in a very gross manner,
: n(* that with contlnued and refined practice, reading SklllS wxll gradually
become more hlghly complex vaned and mean:ngful

ilila, Dey, and Ollila - Y |

Every kindergarten child is umque and responds to readxng in his -
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